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This thesis investigates the motivational strategy practices of  teachers working 
in Muğla University's preparatory school and their attitudes towards motivational 
strategies. It also looks at the teachers' perceptions of motivational characteristics of 
tasks.  
Questionnaires and interviews were employed to collect data from 33 
participants, all of whom were English teachers in the preparatory school. Five of 
questionnaire participants were interviewed. Data obtained from the questionnaires 
were analysed quantitatively, and categorisation was employed to analyse the 
interview data.  
Analyses of data revealed that the teachers working in the preparatory school use 
motivational strategies to a great extent in their teaching and they have strong 
positive attitudes towards these motivational strategies. A comparison of the use of 
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and attitude toward motivational strategies revealed both close matches and 
significant differences. Another important finding of the study was that the teachers 
reported nine characteristics which they believe make tasks motivating. 
In terms of using some motivational strategies the teachers do what they 
believe they should do. On the other hand, the teachers cannot use some strategies as 
often as they believe they should because they are overburdened and short of time 
because of a tightly scheduled curriculum. Curriculum reform is recommended to 
enable the teachers to do what they believe they should to motivate students 
effectively. Such reform will need to take into consideration the perceived 
motivational characteristics of tasks when decisions are made about the materials to 
be used in the program.  
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Bu çalışma Muğla Üniversitesi hazırlık programında çalışan İngilizce 
öğretmenlerinin motive edici strateji kullanımlarını ve motive edici stratejilere karşı 
tutumlarını araştırır. Çalışma ayrıca öğretmenlerin alıştırmaların motive edici 
özellikleri ile ilgili bakış açılarınıda inceler. 
Hazırlık okulunda çalışan ve çalışmaya katılan 33 öğretmenden veri toplamak 
için anket uygulanmış ve mülakatlar yapılmıştır. Ankete katılımcılarından beş 
tanesiyle mülakat yapılmıştır. Anket' den elde edilen veriler niceliksel olarak, ve 
mülakattan elde edilen verilerde kategorilere ayırmak suretiyle analiz edilmiştir. 
 Verilerin analizleri motive edici stratejilerin öğretmenler tarafından büyük 
oranda kullanıldığını ve öğretmenlerin bu stratejilere karşı oldukça olumlu bir tutum 
sergilediklerini ortaya koymuştur. Katılımcıların strateji kullanımları ve stratejilere 
karşı tutumlarının birbirleriyle kıyaslanması hem bazı stratejiler açısından kullanımla 
tavır arasında yakınlık olduğu hem de bazı stratejiler açısındanda farklılıklar 
 viii
olduğunu ortaya koymuştur. Çalışmanın ortaya koyduğu diğer önemli bir sonuçta 
öğretmenlerin dokuz tane özelliğin alıştırmaları motive edici hale getirdiği 
yönündeki görüşleridir.  
Bazı motive edici stratejiler bakımından öğretmenler yapmaları gerektiğine 
inandıkları biçimde stratejileri kullanmaktadır. Diğer bir taraftan ise bazı stratejileri 
kullanmak istedikleri sıklıkta kullanamamaktadırlar. Bunun başlıca sebebi, müfredat 
tan dolayı öğretmenlerin çok yoğun olmaları ve zamanlarının olmamasıdır. 
Öğretmenlerin öğrencilerini etkin bir biçimde motive etmeleri için yapmaları 
gerektiğine inandıkları şeyleri yapabilmeleri olanağını sağlamak için müfredat 
değişimi önerilmektedir. Bu yapılacak müfredat değişimi öğretim de kullanılacak 
materyallerin seçiminde mülakat katılımcılarının belirlediği aktiviteleri motive edici 
hale getiren 9 özelliği de göz önünde bulundurmalıdır. 
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The motivational strategy use of teachers has been found to be effective in  
increasing students' success in language learning because success, to some extent, 
depends on motivation in language learning contexts (Dörnyei & Csizer, 1998). 
Motivational strategies can help teachers increase student success by showing them 
ways of exploiting classroom-specific sources of motivation. Since 1990, research on 
motivation has increasingly turned toward investigating factors stemming from the 
classroom environment which are open to the manipulation of teachers to increase the 
motivation of learners. This research has introduced teachers to motivational 
strategies to be used to manipulate these factors. This study investigates the extent to 
which teachers use motivational strategies in their teaching, and their attitudes 
towards motivational strategies. In addition, the study will look at teachers' 
perceptions of motivational characteristics of tasks for their students. 
Background of the Study 
 
Researchers and teachers have been trying to understand the complex nature of 
motivation which usually provides the impulse to start learning a foreign or second 
language and the will to continue this learning process (Dörnyei & Csizer, 1998).  As 
stated by Williams and Burden (1997), "motivation can be construed as 
• a state of cognitive and emotional arousal, 
• which leads to a conscious decision to act, and  
• which gives rise to a period of sustained intellectual and/or physical effort 
• in order to attain a previously set goal (or goals)" (p. 120). 
 
In an effort to explore the concept of motivation, both teachers and researchers 
have been inspired by the ideas of Gardner and Lambert, who dealt with motivation 
in a social-psychological framework (Dörnyei, 1994b). The social-psychological 





speakers of the target language or finding a better job, but ignored present sources of 
motivation, namely, sources that exist in the classroom environment (van Lier, 1996). 
Hence, the social-psychological approach did not pay attention to teachers' 
perceptions of motivation. Normally, teachers do not judge their students as 
motivated based on their students' desire to identify themselves with the target culture 
or find a better job in the future but, rather, according to their engagement in learning 
tasks and the will to sustain this engagement (Crookes & Schimdt, 1991). Many 
researchers have emphasised that the social-psychological approach is inadequate for 
explaining different aspects of motivation (e.g., the nature of the task, the person's 
attribution of success, and the kind of reward involved in successful completion of 
the task) (Crookes & Schmidt, 1991; Dörnyei, 1994a; Nikolov, 1999; Oxford & 
Shearin, 1994; van Lier, 1996).  
The researchers who claimed that the social-psychological approach to 
motivation is inadequate in terms of explaining the factors involved in motivation did 
not purposefully discard the social-psychological approach. Rather, they wanted to 
complement it by incorporating alternative perspectives into the framework of 
motivation research (Crookes & Schimdt, 1991; Dörnyei, 1994a; Oxford, 1994; 
Oxford & Shearin, 1994; Schmidt, Boraie, & Kassabgy, 1996). As a result, many new 
approaches were suggested for investigating aspects of motivation which were 
overlooked by the social-psychological approach (Dörnyei, 2001a). These approaches 
include the self-determination theory (Noels, Pelletier, Clement, & Vallerand, 2000), 
different need theories, instrumentality (expectancy-value) theories, equity theories, 
reinforcement theories, and cognitive developmental theory (Oxford & Shearin, 
1994). Some of these theories have been extended into the classroom through 





Schmidt, 1991; Williams & Burden, 1997). Their models were relatively limited in 
terms of identifying the classroom components of motivation when compared to sets 
of classroom components presented by Dörnyei (1994a):  
1) course-specific motivational components concerning 
the syllabus, the teaching materials, the teaching 
method, and the learning tasks;  
2) teacher-specific motivational components concerning 
the teacher's personality, teaching style, feedback, and 
relationship with the students; and  
3) group-specific motivational components concerning 
the dynamics of the learning group (p. 277). 
 
The classroom components of motivation presented by Dörnyei (1994a) show 
the sources of classroom motivation that can be exploited to increase student 
motivation. In addition, they demonstrate that teachers influence student motivation. 
Teacher-specific motivational components, and some of the course-specific 
motivational components, are either completely (the teaching method component), or 
partly (the teaching materials and the learning tasks components) under a teacher's 
control. However, teachers need to be able to incorporate motivational strategies into 
their teaching to exploit the sources of motivation that exist in the classroom in such a 
way as to increase student motivation, sustain it, or take some precautions when 
slowing in the learning process is observed (Dörnyei, 2001b). 
Although teachers have the power to affect their students' motivation positively, 
many of them may be inefficient because they use only rewards and punishments as 
strategies to motivate their students (Littlejohn, 2001). However, there are more than 
50 strategies identified by Dörnyei & Csizer (1998) that can be drawn on by teachers 
to motivate their students. These include preparing for the lesson properly, having 
games and fun in class, and exploiting engaging tasks. One problem with task-related 
strategies which weakens teachers' power to increase motivation is teachers often do 





by institutional syllabi and course books. Even if teachers do not perceive some tasks 
in these materials as motivating, they have to teach them. If a teacher considers a task 
as not motivating, it will be difficult to motivate students through this task (Dörnyei, 
2001a). Therefore, while preparing materials or syllabi, teachers' perceptions of the 
motivational possibilities of tasks need to be considered so that teachers can use 
motivational strategies more efficiently. 
Statement of the Problem 
Despite the importance of motivational strategies for increasing and sustaining 
student motivation, very little research has investigated teachers' attitudes towards 
motivational strategies and the extent to which teachers use motivational strategies to 
contribute to their students' motivation (Dörnyei & Csizer, 1998). There is no 
indication that anyone has conducted research to investigate the extent to which 
teachers use motivational strategies in their classrooms and their attitudes towards 
motivational strategies in Turkey. In addition, teachers' perceptions of what 
characteristics of tasks are motivating for students have not been investigated. 
The aim of this study is to investigate the extent to which teachers working at 
the preparatory school at Muğla University use motivational strategies in their 
teaching and to investigate their attitudes towards motivational strategies. Different 
strategies can be used by teachers to increase student motivation, such as establishing 
better teacher-student relations, lowering student anxiety, and manipulating tasks to 
make them more motivational for students. Many teachers, however, may not draw 
on the strategies used to manipulate tasks effectively because in many institutions 
tasks are externally imposed on teachers through assigned course books and 
corresponding exams. Thus, teachers do not have much freedom to exploit the tasks 





tasks perceived by teachers as motivating for their students, the study aims at raising 
the awareness of syllabus designers so that they can incorporate these characteristics 
of motivational tasks into their programs, thereby assisting teachers in motivating 
their students more effectively.  
Research Questions 
 
This study addressed the following research questions: 
 
1. To what extent do teachers in Muğla University's prep-school report using 
motivational strategies in their teaching? 
2. What are the attitudes of teachers in Muğla University's prep-school towards 
motivational strategies? 
3. How does Muğla University's prep-school's teachers' reported use of motivational 
strategies relate to their attitudes towards these strategies? 
4. What are the characteristics of instructional tasks that teachers perceive as 
motivational for students?  
Significance of the Problem 
High rates of failure and drop-out are serious problems in the prep-school of 
Muğla University, and presumably equally serious in the prep-schools of other 
Turkish-medium universities. Turkish-medium universities differ from English-
medium universities in some respects. In English-medium universities, students have 
to pass prep-school to be able continue studying in their own departments. Hence, 
they have to study hard. However, in Turkish-medium universities, it is not obligatory 
for students to pass the prep-school to be able to enroll in their own departments. For 
this reason, students in prep-schools of Turkish-medium universities often lose their 





Identifying the extent to which teachers use motivational strategies and 
teachers' attitudes towards the motivational strategies will be the first step in training 
teachers to know what to do to sustain and increase student motivation. If teachers, 
especially those working in prep-schools of Turkish-medium universities, like Muğla 
University, develop positive attitudes towards motivational strategies at their disposal 
and know when and how to use them to sustain and increase student motivation, they 
can contribute to the success of their students and, accordingly, to the success of their 
institutions.  
In light of the findings of this study, teachers can be made aware of strategies 
that are used to increase or sustain student motivation, and they can be trained to use 
them to motivate their students better. In addition, motivational characteristics of 
tasks identified in the study can be incorporated into Muğla University's prep-school 
program to help teachers motivate their students better. Because there is a direct 
relationship between motivation and success (Dörnyei, & Csizer, 1998), teachers who 
have positive attitudes towards motivational strategies and use them in their 
classrooms may contribute to the improved success of the prep-school of Muğla 
University, where drop-out and failure rates are currently high.  
Key Terminology 
 
The following terms are used often throughout the thesis and are defined below: 
 
Motivation 
"Motivation can be construed as 
• a state of cognitive and emotional arousal, 
• which leads to a conscious decision to act, and  





• in order to attain a previously set goal (or goals)" (Williams & Burden, 1997, p. 
120). 
Motivational Strategies 
"Motivational strategies are techniques that promote the individual's goal-related 
behaviour" (Dörnyei, 2001a, p. 28). 
Task  
"A task is an activity that learners engage in to further the process of learning a 






















CHAPTER II: LITERATURE REVIEW 
Introduction  
The aim of this study is to investigate the motivational strategy use of teachers 
working at Muğla University's prep-school. Motivational strategy use by teachers is 
important because motivation plays a crucial role in determining learners’ success or 
failure (Dörnyei & Csizer, 1998; Dörnyei 2001a). Students who are more motivated 
to learn a language will be able to gain greater knowledge of the language even if 
their language aptitude is low. Even the most clever students will not persist long 
enough to gain any useful knowledge of language without adequate motivation 
(Dörnyei, 2001a).  
This chapter first reviews the literature on motivation research and classroom 
motivation. After that, classroom motivational strategies that can enable teachers to 
increase or sustain their students' motivation are reviewed. Finally, the effects on the 
motivation of both teachers and students of tasks imposed externally either by 
institutional syllabi or course books are considered. 
Theories of Motivation 
Many theories have been developed to investigate motivation in language 
learning (Oxford & Shearin, 1996). Because there is a direct relation between 
motivation and language achievement (Tremblay & Gardner, 1995), the common 
purpose of motivational theories has been to explore student motivation in order to 
increase student success in language learning. Many researchers were inspired by 
Gardner's social-psychological theory of the relation between motivation and 
language achievement until more recent theories focused on classroom dimensions of 
motivation (Crookes & Schmidt, 1991; Dörnyei, 1994a; Oxford & Shearin, 1994; 





with a will to integrate or be in contact with the community of speakers of the target 
language (Crookes & Schmidt, 1991; Williams & Burden, 1997). In this theory, 
language learning is considered different from other school subjects because language 
is viewed as an inseparable component of the culture of the people speaking the 
language (Dörnyei, 2001a). As a result, motivation to learn language is affected by 
attitudes towards the speakers and culture of the target language, and highlighting the 
social dimension of language learning. 
Until 1990, this social-psychological theory of motivation was dominant in the 
field of language learning. In the 1990s, many researchers who were interested in 
motivation in language learning realised that the social-psychological approach had 
shortcomings, such as focusing too much on motivation in second language settings, 
ignoring classroom-specific components of motivation, and considering the will to 
integrate with the speakers of the target language as the major drive in learning a 
language (Clement, Dörnyei, & Noels,1994; Crookes & Schmidt, 1991; Dörnyei, 
1994a, b; Ely, 1986; Oxford & Shearin, 1994; Schmidt, Boraie, & Kassabgy, 1996).  
The treatment of motivation in the social-psychological theory was distant from 
practical concepts of what it means to be motivated. For the classroom teacher, being 
motivated does not necessarily mean that learners have a desire to integrate with the 
speakers of the target language, but that they are engaged in learning tasks and 
maintaining this engagement for a long time (Crookes & Schmidt, 1991).  
Motivation theory had expanded beyond the borders of the social-psychological 
approach by drawing on different branches of psychology, such as general, 
educational, and cognitive developmental psychology, in such a way as to include the 
variables overlooked in the social-psychological theory, especially those stemming 





Schmidt, 1991; Dörnyei, 1994a; Williams & Burden, 1997; Oxford, 1996; Oxford & 
Shearin, 1994; Schmidt, Boraie, & Kassabgy, 1996). Moreover, research has revealed 
that there are other variables motivating people to learn a language, apart from a will 
to integrate or be in contact with the community of the speakers of the target 
language, such as passing exams, satisfying personal ambitions, enjoying the learning 
process, and pleasing the teacher and/or parents, (Au, 1988; Clement, Dörnyei, & 
Noels,1994; Dörnyei, 1990; Oxford & Shearin, 1994). In studies carried out in 
foreign language learning contexts, it has been found out that many language learners 
do not even think of integrating or having contact with the community of speakers of  
the target language (Nikolov, 1999).  
Oxford (1996) notes that the purpose of the researchers who criticised the 
social-psychological theory was to expand motivation research beyond the borders 
imposed by the social-psychological theory by including the findings of motivation 
studies outside the social-psychological model in a new construct of motivation. 
Without losing track of the well-traveled social-
psychological streets and without getting lost in any 
little byways, thickets, or weed beds, it is time for us to 
look widely at all the possible pathways in the realm of 
language learning motivation. (p. 1) 
 
The social-psychological approach to motivation shed light on some aspects of 
motivation and improved understanding of motivation in language learning, but 
ignored, to a great extent, classroom-specific and personal factors that are influential 
on effort put forth to learn a language. 
New Constructs of Motivation 
 
Researchers interested in motivation in language learning have investigated 
different branches of psychology. They have utilized different theories, such as 





value theories, equity theories, need theories, and goal theories in order to "broaden 
the scope of language learning motivation and increase the educational potential of 
the theory by focusing more on motivation as reflected in students' classroom 
learning behaviours" (Dörnyei, 1996, p. 71).  
Reinforcement Theories 
According to reinforcement theories, desired behaviours demonstrated by 
students in the classroom should be rewarded by teachers to encourage students to 
perform similar behaviours in the future. Conversely, when students perform 
behaviours that teachers considered inappropriate, students should be punished so that 
they do not perform similar behaviours in the future. In sum, in reinforcement 
theories, reward and punishment are viewed as the ideal tools for motivating students 
(Spaulding, 1992). However, over time, punishments and rewards tend to lose their 
motivational power if their level is not continuously increased; yet, increases seem to 
be impractical in any classroom context (van Lier, 1996).  
Self-determination Theory 
Self-determination theory seems to have emerged as a reaction to reinforcement 
theories.  In general, there are two types of motivated actions: self-determined or 
controlled. If a person decides to undertake an action without being required to do so 
by any external force, this action is a self-determined action. However, if an action 
undertaken by a person is required by some external force, or if it is carried out to 
receive some reward or avoid punishment, this action is a controlled action. In 
controlled actions, individuals who are expected to perform the actions do not 
perceive themselves as having personal control over the actions. Accordingly, they 
feel less motivated while performing such actions. However, in self-determined 





they have personal control over the actions, and feel more motivated to perform them 
(Noels, Clement, & Vallerand, 2001; Spaulding, 1992).  
In classroom contexts, if learners are free to choose the tasks that they 
themselves want to put effort into, they feel that they have some control over the 
actions that they perform, and, as a result, they feel more motivated. Self-
determination theory is also partially connected with self-efficacy theory (see below) 
because individuals who perceive themselves as incapable of performing an action 
will not have control over this action and probably will not want to perform this 
action. 
Self-efficacy Theory 
When people think that they are efficient or competent in a task, they are more  
likely to put forth greater effort, and persist longer to complete the task. People who 
have confidence in their capabilities to carry out a given task feel sure of they can 
successfully complete it. Thus, these people approach the task confidently, and 
engage in the task willingly and persistently. However, people who are not certain of 
their capabilities for fulfilling a task are inclined to avoid engaging in the task in the 
first place. If it is not possible to avoid engaging in the task, they will feel stress and 
will be inclined to give up (Brophy, 1998).  
Confidence in capabilities leads to the formation of a strong sense of self-
efficacy. Lack of confidence in capabilities results in a low sense of self-efficacy. In 
the formation of one's sense of self-efficacy, past success and failures and other 
peoples' communicating faith and confidence in a person play important roles. If a 
person has experienced failure in a task in the past, this person will feel incapable 
when he or she confronts the same task again. If other people communicate to a 





her confidence in his or her capabilities. If teachers want learners with a strong sense 
of self-efficacy in their classrooms, they need to provide their students with 
opportunities for enjoying success, and communicate confidence in their students 
through verbal messages, such as you are able to read this book (Brophy, 1998; 
Dörnyei, 2001a; Spaulding, 1992). The self-efficacy theory is related to expectancy-
value theories because how much success is expected from a task partially determines 
the extent to which effort will be invested in the task. 
Expectancy-value Theories 
In expectancy-value theories, two major factors determine whether various 
tasks are worth putting forth effort to perform them. These factors are as follows: a) 
the extent to which success is expected from a given task by the individual; b) the 
value attached to success in a given task by the individual. If the perceived likelihood 
of success and the value attached to success by the individual is great, the individual 
feels more motivated. Conversely, if the individual believes that success is not 
attainable regardless of the effort that is put forth to perform a task, or if the outcome 
obtained from performing the task is not valued by the individual, the individual does 
not feel highly motivated (Dörnyei, 2001b). Therefore, teachers need to avoid 
presenting tasks that exceed their students' competence, and that do not match their 
students' needs and goals. There is a connection between expectancy-value theories 
and equity theories because the value attached to a task is to some extent determined 
by the outcome that is expected to be obtained when the task is done. 
Equity Theories 
Equity theories are related to equity between input and outcomes. In order to 
obtain certain outcomes individuals utilize some input such as intellectual ability, 





learners consider the outcomes obtained from a task as unequal to their own effort 
(e.g., work hard, but get a low grade, or spend a long time on a task that does not 
contribute to improvement), they perceive a discrepancy that leads to unhappiness 
and demotivation. Equity theories can be directly related to L2 learning because 
learners should believe that probable results are worth the effort put forth. For 
example, if the learner feels that the effort expended to learn a language results in 
outcomes that are not worth the effort put forth, the learner will probably feel less 
motivated to continue (Oxford & Shearin, 1996). Equity theories are related to need 
theories because individuals are inclined to put forth more effort in tasks whose 
outcomes are believed to satisfy individual needs. 
Need Theories 
In need theories, behaviours are perceived as responses to felt needs. These 
needs include hunger, thirst, self-preservation, self-actualisation, achievement, and 
affiliation. Needs function in a hierarchy arranged by priority determined by the  
seriousness of the needs. Needs must be satisfied in this order of priority. For 
example, unless physiological needs such as sleep or thirst are satisfied, love needs, 
such as acceptance from teachers or peers, may not even be recognized, let alone 
motivate behaviour. In the classroom, need theories imply that students who can not 
satisfy basic needs will not be able to concentrate on lessons (Brophy, 1998). If a 
student feels hungry, he or she may not be able to concentrate on a task enough to 
learn before satisfying his or her physiological need, hunger.   
Most students in classrooms do not experience difficulty in meeting their 
physiological and safety needs; therefore, the needs that usually motivate students in 
the classroom are needs for success, warm interpersonal relations, and love. If 





with their classmates and teachers, and if they feel that both their classmates and 
teachers love them, they will probably feel more motivated in the classroom 
(Dörnyei, 2001a).  
Goal Theories 
Until the concept of need was replaced, to a great extent, by the concept of goal, 
a great deal of motivation research focused on human needs to explain motivation. 
Recently, the concept of goal has gained more importance in discussions of 
motivation. People need a reason to start an action and sustain their effort to finish the 
action. Goals not only provide reasons for starting and sustaining actions, but they 
also show directions in which to act. In learning situations, if learners are not 
provided with specific goals, they do not see any reason to put forth effort in 
activities whose purposes are not clear. When specific goals are set for the learners 
either externally or personally, the level of achievement will be higher (Dörnyei, 
2001b). Therefore teachers need either to set specific goals for their students or 
encourage their students to set goals for themselves. 
By drawing on the motivational theories presented above, new components 
explaining learning behaviours have been added to motivation research in language 
learning. These new components include the intrinsic/extrinsic dichotomy, 
intellectual curiosity, attribution of past successes/failures, need for achievement, 
self-confidence, classroom goal structure and other classroom-specific variables such 
as the teacher, task, and group cohesion (Dörnyei, 1994a). 
Intrinsic/Extrinsic Dichotomy 
This dichotomy was largely derived from self-determination theory. Learners 
are believed to be motivated in two different ways: intrinsically and extrinsically. 





external punishment, they are considered extrinsically motivated. On the other hand, 
when individuals are engaged in an activity because of the inner desire felt to perform 
the activity successfully, regardless of external reward or punishment, they are 
believed to be intrinsically motivated. When individuals feel themselves both 
competent and interested, they tend to be motivated intrinsically (Noels, Pelletier, 
Clement, & Vallerand, 2000).  
Intrinsic motivation is more valued than extrinsic motivation because 
intrinsically motivated learners engage in learning tasks without needing any other 
reasons. However, extrinsically motivated students need to be reinforced with an 
external reward to get them engaged in a task. In the absence of reward, extrinsically 
motivated students do not have any reasons to engage in a task, and they do not do so. 
Students need to be provided with interesting and valued tasks, and these tasks should 
match their level of competence to be intrinsically motivating. Extensive use of 
rewards should be avoided so as not to undermine students' intrinsic motivation 
because students who are continuously motivated extrinsically over time see the tasks 
that they do as worthless in themselves and just a means of obtaining rewards 
(Csikszentmihalyi, 2000). 
Intellectual Curiosity 
Intellectual curiosity is a product of expectancy-value and equity theories. 
Curiosity is a natural characteristic of human beings. Individuals are usually willing 
to learn new things because they are inclined to have curiosity about the unknown. 
However, by the time many students leave school, they tend to have lost their 
curiosity irretrievably because, they have realised that they do not learn what they 
believe to be interesting and necessary for them. Rather, they find themselves dealing 





curiosity do not usually feel motivated in activities that provide the students with the 
opportunity to explore the unknown. It should be possible to sustain and provoke 
students’ curiosity by introducing surprising and exotic tasks that are different from 
the tasks that students are used to dealing with. (Williams & Burden, 1997). 
Attribution of Past Successes/Failures 
Self-efficacy theory assumes that past successes and failures affect individual 
attitudes towards newly confronted tasks. Learners attribute their past successes and 
failures to different causes, such as lack of ability, lack of effort, and chance. These 
attributions of success and failure play important roles when people start planning 
future actions by influencing their expectations for future successes. If people 
attribute their past failures to uncontrollable and stable factors, such as lack of ability, 
they will feel demotivated and reluctant to engage in activities they failed to perform. 
If  people attribute their past failures to changeable, and controllable factors, such as 
lack of effort, or inadequate use of learning strategies, they may believe that they can 
succeed in these activities in the future if they put forth more effort or use learning 
strategies more effectively. Through attribution training, students are encouraged to 
attribute their failures and successes to effort. In this way, students are trained to 
believe that when they demonstrate the required effort, they will probably be 
successful (Brophy, 1998; Williams & Burden, 1997). 
Need for Achievement 
According to need theories, one of people's needs is the need for achievement. 
Different people have different degrees of need, and different reasons for 
achievement. People who have a high degree of need for achievement, and who are 
not engaged in an activity for external rewards, but rather for its own sake, are 





face failure (Dörnyei, 2001b). There are many factors affecting the need for 
achievement. Students may have the need for achievement because their education 
system may be competitive, there may be parental expectations to be met, students 
may fear confronting the results of failure, or their lives may be dominated by the 
drive to achieve. Whatever the reason for the need for achievement, the higher the 
need for achievement, the more students are engrossed with what they do in the 
classroom (Williams & Burden, 1997). However, if students sense, over time, that 
they are not doing what they want to be doing in the classroom, the need for 
achievement may diminish and they may gradually lose their motivation to engage in 
activities that do not reflect their interests, needs, and desires (Brophy, 1998). 
Self-confidence 
Self-efficacy theory assigns great importance to self-confidence. Self-
confidence results from an individual possessing the ability to produce results, fulfill 
goals, or perform tasks competently. Self-confidence is like the foundation of a 
building without which it is not possible to build walls. If students do not have 
sufficient self-confidence, even using the best technology and teaching style will 
prove to be futile. Therefore, teachers who want their students to be successful should 
help them develop self-confidence. Teachers can help their students to feel self-
confident by establishing a classroom climate in which language can be used without 
embarrassment, all contributions are valued, mistakes can be made without fear, and 
activities lead to a feeling of success, not failure (Dörnyei, 2001a, b). 
Classroom Goal Structure  
Goal theories have shown that setting goals is conducive to improving learner 
performance. Setting appropriate goals when deciding to start an activity is important 





(Williams & Burden, 1997). If goals are not set, students may have difficulties in 
understanding why they are involved in learning activities (Dörnyei, 2001a). There 
are two types of goals identified in the literature. These are performance goals and 
mastery goals. If goals that are set are performance goals, students focus on passing 
exams, or looking smart and good. However, if goals that are set are mastery goals, 
students focus on increasing knowledge, skill, or understanding. Students who adopt 
mastery goals are more motivated and persistent. Therefore, teachers should 
encourage their students to set mastery goals; teachers should also set mastery goals 
for their students in the classroom (Williams & Burden, 1997). 
With these new components added to the construct of motivation in language 
learning, how the classroom is organized has gained importance in explaining student 
motivation. Researchers who are interested in motivation in language learning have 
turned towards analyzing the classroom environment. The purpose of these 
researchers was to understand classroom conditions conducive to student motivation. 
Classroom Motivation 
More importance has been given to classroom-specific motivational variables 
within the last decade. Earlier motivation research mostly investigated future sources 
of motivation, such as getting a better job (instrumental orientation), or integrating 
with the target culture (integrative orientation), but ignored present sources; namely, 
those sources that exist in the classroom environment (van Lier, 1996). Since 1990, 
researchers have begun to realise that motivational sources existing in classroom 
environments can also be influential in increasing or sustaining student motivation. In 
addition, these sources are open to manipulation by the teacher so that teachers can 
increase student motivation by exploiting these sources of motivation in the 





model of classroom-specific components of motivation. He identified three separate 
components: course-specific motivational components, group-specific motivational 
components, and teacher specific motivational components. 
Course-specific motivational components include the syllabus, teaching 
materials, teaching method, and learning tasks (Dörnyei, 1994a). The syllabus needs 
to be designed in such a way as to take students' needs and interests into 
consideration. Designing syllabi according to what other people think important and 
necessary for students may result in demotivated students, reluctant to engage in 
classroom learning activities (Brophy, 1998). A syllabus in line with students' needs 
and interests requires data. Through needs analysis, these data about students' needs 
and interests can be obtained, and a syllabus can be designed (Brown, 1995; Dörnyei, 
2001a; Hutchinson & Waters, 1987; Nunan, 1988). After that, materials need to be 
chosen to fulfil the goals set in the syllabus. If students' needs and interests are 
determined, and integrated into the syllabus well, materials chosen to fulfil the goals 
set in the syllabus will likely meet students' needs and cater to their interests. As a 
result, students will probably feel motivated to learn materials that they perceive as 
worth learning (Dörnyei, 2001a).  
Teaching method is another important component that can affect student 
motivation. When there is a mismatch between teaching method and students' goals, 
students feel demotivated to continue learning. For example, using the grammar-
translation method to teach English to students whose purpose is to communicate 
through English will be demotivating for students. Therefore, the teaching method 
adopted needs to be in line with students' learning purposes (Dörnyei, 2001a). 
Finally, tasks have a crucial role to play in student motivation. Tasks are the 





needs to be taken to choose stimulating and engaging tasks so that learning can be 
realised. Students usually consider tasks that contribute to their learning in an 
interesting way and that help them meet their needs as stimulating and engaging. As a 
result, they put forth effort and spend time on such tasks (Dörnyei, 2001a). 
Group-specific motivational components include the dynamics of the learning 
group (Dörnyei, 1994a). The group is a social classroom unit that is capable of 
affecting its members' attitudes towards learning through its dynamics. Group 
dynamics refers to behaviours and development of a group. In particular, two aspects 
of group dynamics are closely tied with individual student motivation to learn: group 
cohesiveness and group norms. In cohesive groups, there is a strong sense of unity. 
Students feel happy at being a member of such groups because there are no hostile 
feelings among students. They are willing to help each other to overcome difficulties, 
and individual students enjoy the sense of being accepted as a person by his or her 
peers. As a result, students enjoy the learning process more as a group member. The 
other aspect is group norms. In each classroom, there are group norms (e.g., not doing 
the home assignments regularly), followed by the members of the group. Rejecting 
group norms may result in isolation. Therefore, students may feel obliged to obey 
group norms even if they do not want to. For instance, in situations where group 
norms dictate not working hard, students who are willing to work hard can be labelled 
'spoilsports', and accordingly they may lose their motivation to study (Dörnyei, 
2001a). 
Teacher-specific motivational components are related to a teacher's personality, 
teaching style, feedback, and relationship with students (Dörnyei, 1994a). A study 
conducted among Hungarian teachers of English revealed that teacher behaviour was 





Csizer, 1998). Teachers need to bear in mind that everything they do in the classroom 
influences their students' motivation in some way, negatively or positively. Hence, 
they need to be careful in their relations with their students. They need to adopt an 
interesting and motivating teaching style. They should provide feedback to their 
students in motivating ways, and have a stable personality (Dörnyei, 2001a). (These 
issues will be dealt with in detail later in this chapter).  
The classroom-specific components of motivation identified by Dörnyei show 
teachers what they can manipulate in the classroom to increase student motivation. 
With these components, teachers become aware of the resources at their disposal that 
can be exploited to increase student motivation, or to take some precautions when 
slowing in the learning process is observed. For example, teachers can change their 
teaching styles or bring tasks that are engaging and relevant for their students to the 
classroom when they feel that their students are losing their motivation (Sheidecker & 
Freeman, 1999).  
The classroom-specific components of motivation show not only the sources of 
motivation in the classroom, but also that teachers are influential figures in terms of 
affecting student motivation. The teacher-specific motivational components, and 
some of the course-specific motivational components are, either completely (the 
teaching method component) or partly (the teaching materials and the learning tasks 
components), under a teacher's control. In sum, teachers have multiple influences on 
student motivation, making the teacher an influential figure in terms of affecting 
students' motivation and, accordingly, language learning achievement (Galloway, 
Rogers, Armstrong, & Leo, 1998). 
However, this influence can be either positive or negative, that is, the teacher 





"not giving clear enough instructions; using inferior equipment (e.g. for listening 
tasks); not explaining things sufficiently; criticising students; shouting at them when 
they don't understand; using old-fashioned teaching materials, etc." (Dörnyei, 2001b, 
p. 148). As a result, students who are eager to learn the target language when they 
first come to the classroom undergo a transition and they become demotivated 
(Lepper & Chabay, 1985; Littlejohn, 2001). Although it is easy to demotivate, many 
teachers perceive motivating students as the most difficult part of their profession 
(Veenman, 1984; Nunan, 1993).   
Motivating students seems to be difficult for many teachers, but it is doable if 
teachers realise how powerful they can be when they exploit positively the sources of 
motivation present in the classroom environment. There are many strategies presented 
in the literature on motivation showing how to exploit these motivational sources in 
the classroom (Brophy, 1998; Dörnyei & Csizer, 1998; Dörnyei, 2001a; Glasser, 
1992; Jones & Jones, 2001; Littlejohn, 2001; Scheidecker & Freeman, 1999; 
Spaulding, 1992; Stipek, 1998).  
Classroom Motivational Strategies 
Within the last decade, a growing body of research has focused on what 
teachers should do and how they should behave so as to increase or sustain student 
motivation. This same body of literature has also introduced strategies that teachers 
can use in their classrooms to find solutions to the complex task of motivating 
students (Jones & Jones, 2001). These strategies deal with tasks, social relations, 
teacher commitment, goal setting, self-confidence, feedback, anxiety, and increasing 
instrumental and integrative motivations. 
Motivational strategies will be presented in this section in types (i.e., task- 






below. These nine types are presented in Table 1. 
Table 1 
Strategy Types  
Strategy types 
Task-related motivational strategies 
Instructional style-related motivational strategy. 
Good-relationship building-related strategies 




Anxiety decreasing motivational strategies 




Teachers should not let their classrooms be dominated by monotony because it 
causes boredom, which, in turn, is harmful for student motivation (Glasser, 1992) 
Boredom prevents people from paying enough attention to the tasks that they are 
dealing with (Csikszentmihalyi, 1997a). The main complaint of students is not the 
difficulty of the work that they have to do in the classroom, but boredom induced by 
the work done in the classroom. Therefore, for many students, the main measure of 
teacher effectiveness is not being bored (Glasser, 1992). According to Dörnyei 
(2001a), variety eliminates monotony and, thus, boredom to some extent. Teachers 
should find the ways of bringing variety into their classrooms.  
The best way of bringing variety to the classroom is changing tasks. However, 
tasks should not be brought into the classroom just for the sake of variety; their 
contents should also be interesting and relevant to students (Dörnyei, 2001a). When 
students perceive what they do as matching their needs, interests, and competence, 





tasks to be used in the classroom, teachers need to pay attention to what their students 
need, what their students are interested in, and how competent their students are in 
order to be able to select tasks that are potentially engaging and motivating for their 
students. Besides satisfying students' needs and interests, there are features that make 
tasks engaging and motivating for students. Tasks that are challenging, that provide 
students with opportunities to interact, that are unusual and authentic, that enable 
students to come up with finished products, and that are colourful, humorous, visually 
supported, and competitive are usually motivating. 
Many people like doing activities that are moderately challenging. Therefore, 
tasks that require learners to engage in some challenging activities, such as problem 
solving, discovering something, overcoming obstacles, and finding hidden 
information, are usually interesting and motivational for learners (Dörnyei, 2001a; 
Spaulding, 1992).  
Tasks that allow students to interact with each other and their teachers offer 
both motivational benefits and potential learning benefits because they both meet 
students’ need for belonging and enable them to share their knowledge and learn from 
each other. Hence, tasks that require interaction, such as discussion, debate, role-play, 
and project work, need to be employed in the classroom (Brophy, 1998; Dörnyei, 
2001a).  
If a task includes something new, different, unexpected, or totally unusual, 
students usually do not feel bored and demotivated while performing the task 
(Dörnyei, 2001a). For instance, tasks providing students with opportunities to leave 
the classroom and work outside it may increase student motivation by bringing the 





Tasks that convey information that is important for learners outside of school 
are perceived as important and worth doing by learners (Brophy, 1998). Authentic 
tasks are a good way of conveying this information to learners. Authentic tasks are 
believed to prepare learners for real life applications because they enable learners to 
simulate target language use situations in the classroom (Bachman & Palmer, 1996). 
They should be employed in the classroom to provide opportunities for learners to use 
what they learn to accomplish real-life applications (Spaulding, 1992).  
Tasks that enable learners to come up with finished products suitable for 
display may increase student motivation. By displaying their finished products, 
learners can gain public attention and recognition. Being the source of public 
attention and recognition is satisfying and motivating for learners (Brophy, 1998). 
Project work is especially good in terms of enabling students to come up with 
finished products suitable for display. 
Tasks that are colourful, dramatic, humorous, in motion, or visually supported 
are striking and stimulating. Such tasks allow students to view the language not just 
as a subject of study but also as a source of enjoyment and recreation (Ur, 1984). 
Therefore, tasks that are supported by videos, comic pictures, overhead projector 
displays, or computers may enable students to enjoy themselves while learning. 
Learning tasks requiring learners to compete with each other may increase 
excitement (Dörnyei, 2001a). This excitement factor may eliminate boredom and 
students may become so engrossed in such tasks that they do not realise how time 
passes because of their high motivation for doing the task better or faster than their 
rivals. However, high levels of competitiveness may distract students' attention from 





Not only the task itself but also the way in which the task is presented can 
contribute to the motivational power of a task. It is a fact that not all tasks are 
perceived by students as interesting to learn. Therefore, presenting tasks that are not 
motivating for students in motivating ways can make a big difference in how the task 
is perceived by students. For the presentation to be motivational, the teacher needs to 
explain clearly what students will do, what the outcome will be, how the outcome 
will be assessed, and the purpose and the utility of the task. Moreover, appropriate 
strategies required to perform the task should be provided for students (Dörnyei, 
2001a). 
Strategies for Building Good Social Relations with Students 
Social relationships with both teachers and peers are essential for effective 
teaching and learning (Stipek, 1998). A person's well-being is, to a great extent, 
determined by his social relations. Having good relations with the teacher and 
classmates makes the student feel good and more willing to be involved in classroom 
activities (Csikszentmihalyi, 1997a). Therefore, teachers' behaviours and 
relationships with their students can be effective in terms of increasing or sustaining 
student motivation (Clark & Trafford, 1995; Dörnyei & Csizer, 1998). The best 
relationship to be developed between teachers and their students is the one that is 
based on reciprocal understanding, respect, and trust (Spaulding, 1992). The best way 
of establishing this kind of relationship is to show students that the teacher is 
interested in them as people, and that the teacher is someone who can be trusted and 
is available and supportive (Sheidecker & Freeman, 1999).  
Teachers who are willing to establish successful relationships with their 
students must be careful while using punishment and praise. They need to avoid using 





teacher as an adversary. When students see the teacher as an adversary, a struggle for 
power can start between students and the teacher, and the classroom becomes a place 
where teaching is impossible (Brophy, 1998). The use of praise also needs caution. 
Excessive use of praise makes students doubt the sincerity of the teacher, and praise 
loses its value (Spaulding, 1992).   
In every classroom, there are rules to be obeyed by students. If teachers prefer 
to have absolute control over classroom rules instead of allowing students to discuss 
and come up with commonly agreed rules to be obeyed in the classroom, teachers 
may risk becoming the adversary of rule-breakers. This may undermine the 
relationship between teachers and students (Glasser, 1992). Students' participation in 
decision-making processes should be allowed not only in taking decisions about 
classroom rules, but also in decisions related to teaching and learning processes. 
Class meetings can be held to provide students with opportunities to discuss their 
opinions and concerns about teaching and learning processes, or suggestion boxes can 
be used to get students to believe that their ideas and concerns are heeded (Brophy, 
1998). 
As pointed out by Jones and Jones (2001), almost every student needs to feel 
that the teacher is interested in him or her. Unfortunately, almost every teacher has  
classes full of different students. Thus, it can be difficult to spare time for every 
individual student. However, making every student feel that the teacher is interested 
in him or her is not as time-consuming as it at first appears. Remembering their 
names, smiling at them, greeting them both inside and outside the school, having 
short talks with them about their personal lives, and paying attention to their 
problems is usually enough to make students feel that the teacher is really interested 





students and obtain more information about their students' backgrounds and interests, 
so they can make their teaching compatible with these backgrounds and interests 
(Brophy, 1998). Providing students with information about their teacher is as 
important as teachers obtaining information about students. Teachers who share their 
personal experiences and backgrounds with their students help students get to know 
them, and lead students to feel closer to and friendlier towards them (Brophy, 1998).  
 Although almost every teacher is overburdened, teachers should at least try to 
find ways of making themselves available as much as possible to their students by 
establishing office hours, giving his or her telephone number, or organizing get-
togethers outside the classroom (Dörnyei, 2001b). In this way, teachers demonstrate 
to their students that they both enjoy being and spending time with them, and that 
they are really willing to help them (Spaulding, 1992). 
It is impossible to find perfect students. Every student has shortcomings. 
Teachers should accept their students with their shortcomings and make students 
sense that they are accepted by the teacher (Dörnyei, 2001a). If students perceive 
themselves as being rejected by the teacher because the teacher is prejudiced against 
some students or partial toward others because of socio-economic status, race, 
demography or any other reason, they do not consider the teacher to be a fair, honest, 
or compassionate.  Students' having such perception of their teachers undermines 
student motivation (Scheideker & Freeman, 1999), and the effectiveness of the 
teacher (Wakefield, 1996). 
Strategies for Proving Teacher Commitment 
For many students, teachers who are committed to their job and who enjoy what 
they do are the most convincing proof of the usefulness of the knowledge transmitted 





the teacher is really committed to his job, and enjoys what he or she does. Teachers 
can offer concrete assistance to needy students. They can meet students individually 
and explain subjects that are not clearly understood. They can respond immediately 
when students need help. They can correct tests and papers promptly. They can 
prepare supplemental materials for the students who need more practice. 
Extracurricular instructional programmes can be arranged to help students. Teachers 
can allow students to contact them whenever students need help during working 
hours (Dörnyei, 2001a).  
One of the most important components of successful teaching is enthusiasm 
displayed by teachers for their profession. Enthusiasm is also a manifestation of 
teacher commitment. Whenever possible, teachers should show their enthusiasm to 
their students. There are different ways of showing enthusiasm. This can be done by 
showing students that the teacher is continuing to learn and study, and by sharing his 
or her personal interest in language learning, and excitement about new ideas and 
books with students (Spaulding, 1992). 
Goal-related Strategies 
Teachers guide their students by setting goals towards success. Goal setting 
creates extra motivational reasons for students to learn (Dörnyei, 2001a) because one 
of the features that enable the learner to concentrate on an activity is having clear 
goals (Csikszentmihalyi, 1997b). For example, if a teacher sets learning ten new 
words in a week as a goal, students will feel more motivated to learn these ten new 
words and their rate of success in learning these words will increase (Dörnyei, 
2001a). In addition, teachers should train their students so that students can learn how 
to set realistic goals for themselves (Slavin, 2000) because externally imposed goals 





Goals set by teachers reflect to a great extent teachers' expectations of their 
students. Teachers' expectations for what their students can achieve may have a great 
deal of influence on their students' motivation. If teachers let their students sense that 
they have low expectations of their students by setting goals that are below students' 
competence, students' motivation to work hard may be undermined (Glasser, 1992). 
In contrast, teachers' expectations of their students reflected through goals that are set 
by teachers should not be so high as to be realistic. Unrealistic expectations for 
students can cause teachers to be disappointed when they see that students cannot 
meet these goals. This realisation may weaken teachers' will and desire to teach 
(Scheidecker & Freeman, 1999). In addition, students may lose their will and 
determination to learn because they perceive themselves as unable and inadequate at 
meeting goals. 
Strategies for Improving Student Self-confidence 
Continuous failure experienced in the classroom makes students feel inadequate 
and unable to learn the target language, which lowers self-esteem and self-
confidence. Hence, teachers should sometimes bring tasks to the classroom which 
provide even the worst student with the opportunity to enjoy success (Brophy, 1998; 
Littlejohn, 2001). However, teachers should not bring easy tasks to the classroom too 
frequently because the value attached to such tasks is low. Tasks should be 
moderately challenging to be perceived as valuable enough to strive for 
(Csikszentmihalyi, 1997b). In addition, communicating a belief to students that 
everyone can learn when required effort is demonstrated contributes to students' self-
confidence. In this way, when students experience failures, they attribute them to a 
lack of effort that can be improved, not to a lack of ability that is stable and 






Feedback provided by teachers to their students also has effects on students' 
self-esteem and self-confidence. Teachers should bear in mind this effect of feedback 
and provide feedback in such a way as not to make some students feel they are less 
clever than the others. In addition, feedback should be given to provide students with 
information that enables them to identify the flaws in their performance that can be 
improved. Just calling a student 'wonderful' may have a positive impact on learner 
motivation, but it does not provide him or her with any indication of how 
improvement can be achieved (Williams & Burden, 1997). Immediacy of feedback 
contributes greatly to its perceived value. Even if feedback is given in such a way as 
to show students what to do to improve their performance, this feedback can not be 
an effective motivator or valuable contribution to students' learning if it is given 
distant in time relative to performance (Slavin, 2000). 
Anxiety-related Strategies 
Language anxiety hinders language-learning achievement. Anxious students 
may feel so depressed in the classroom that they may avoid taking part in activities or 
may prefer skipping classes (Horwitz, Horwitz, & Cope, 1986). Scheidecker and 
Freeman (1999) report that if teachers draw on particular motivational strategies, they 
can decrease the level of anxiety to a minimum in their classrooms. In language 
classes, there is a high risk of making mistakes. However, many students do not like 
making mistakes because they might be mocked by their classmates or criticised by 
the teacher. If teachers can create a pleasant and supportive classroom atmosphere 
which is dominated by the rapport among students and between the teacher and 
students, students will be more inclined to take risks without feeling overly anxious. 





secure environment, giving learners some control over what they do in the classroom, 
and training learners on how to use learning strategies will contribute to a pleasant 
and supportive classroom atmosphere (Sheidecker & Freeman, 1999).  
Creating a cohesive learner group will also be helpful for creating a relaxing 
classroom atmosphere. In cohesive groups, good relations among group members 
make the learning process more enjoyable and students want to be in this class more. 
"The more people enjoy learning process in the class, the more they will want to 
belong to the class" (Dörnyei, 2001a, p.44). There are some factors under the 
teacher's control that contribute to the process of creating a cohesive group in the 
classroom. Teachers can exploit activities such as role plays, project work, jigsaw 
activities, group work, and pair work that enable students to co-operate with each 
other and get to know each other better to create a more cohesive group (Oxford, 
1997). Group work also satisfies the need for belonging (Dörnyei, 2001b).  
Students like to feel secure in their classrooms; otherwise they feel anxious. 
What makes the classroom secure is a teacher who is consistent and predictable in 
terms of the reactions he or she shows in particular situations (Spaulding, 1992). In 
addition, having good relationships with classmates is conducive to the formation of a 
secure classroom environment because people feel less anxious and more relaxed 
while doing activities with their friends (Csikszenthmihalyi, 1997a). If students have 
the sense that they have some control over what they do in the classroom, they 
probably feel less anxious and more motivated. By involving students to some extent 
in the decision-making process in the classroom, teachers may create this sense of 
self-determination in their students (Williams & Burden, 1997).  
Teachers may also train their students on how to use learning strategies to 





the difficulties encountered during the learning process without external help and 
become more autonomous. Because autonomous learners have more control over 
their learning, they feel more motivated and less anxious while dealing with tasks and 
they enjoy the learning process more (Jones & Jones, 2001; Littlewood, 2001). 
Strategies to Increase Integrative and Instrumental Motivations 
Dörnyei (2001a) suggests some strategies, although very limited in number 
when compared to the whole range of strategies available to teachers, which can be 
used by teachers to increase their students' integrative and instrumental motivations. 
Teachers can supplement their course books with authentic materials, arrange 
meetings with native speakers or invite them to the class, and encourage their 
students to find pen-friends or enter chatrooms on the Internet to increase their 
integrative motivation. In some settings, teachers can bring newspapers with job 
advertisements requiring target language proficiency to demonstrate that target 
language proficiency will help students to find a job in the future to increase their 
instrumental motivation. 
Influence of Externally Imposed Tasks on Effective Strategy Use 
Normally, tasks should be designed or selected by teachers so that they are 
compatible with teachers' own views about learning, education, student needs, or 
teachers’ perceptions of student needs. However, in many language teaching 
institutions, teachers have to use tasks imposed on them externally, either by 
institutional syllabi or course books (Dörnyei, 2001a; Williams & Burden, 1997). 
Even if teachers do not find some of these externally imposed tasks motivating, they 
may have to teach them because of assessment concerns (van Lier, 1996). Because 
these tasks are perceived as unmotivating, and sometimes even contradicting 





these tasks (Dörnyei, 2001a; Williams & Burden, 1997). Accordingly, teachers can 
not motivate their students to learn something from these tasks because motivation of 
the teachers and motivation of their students are interactively related (Galloway et al., 
1998). 
When learners confront tasks that are perceived as irrelevant to their learning 
goals and needs, they feel reluctant to invest any effort and time in these tasks 
(Dörnyei, 2001a). In the case of tasks externally imposed on teachers by either 
institutional syllabi or course books, the tasks are designed by people who are not 
familiar with the specific students that the teacher works with. As a result, tasks are 
designed according to other people's perceptions of student needs. These perceptions 
may not match students' perceptions of their own needs and goals. This mismatch 
between perceptions of students' needs and goals makes students believe that the 
tasks used to help them learn the language are not worth learning. Belief in the 
uselessness of tasks usually results in demotivated and unsuccessful students 
(Brophy, 1998; Williams & Burden, 1997). 
If teachers are given the freedom of choosing tasks which reflect their own 
beliefs about learning and teaching, or if materials are developed by considering what 
characteristics of tasks are perceived as motivational by teachers, teachers will 
probably feel more motivated to teach these materials and tasks. Accordingly, they 
will be able to use material and task-related strategies more efficiently. Moreover, 
because teachers are the people whose understandings most closely match their 
students' real needs and goals, teachers' perceptions need to be included in task design 
and selection. 
Conclusion 





effective teaching. Effective teaching is a difficult task because it requires managing 
students who may seem to be the most resistant of all to being managed (Glasser, 
1992). Being an effective teacher requires motivating students. Working with 
motivated students makes the teacher's job of managing and teaching easier because 
these students rarely disrupt class or cause discipline problems, and they are more 
willing to be involved in tasks and activities. Teaching motivated students also 
increases teacher motivation (Spaulding, 1992), and makes teachers' lives much 
easier and happier both inside and outside the classroom (Dörnyei, 2001a). In 
addition, because there is a direct interaction between motivation and success, the 
more students are motivated, the better they learn ( Dörnyei & Csizer, 1998). In order 
to be able to efficient motivators, teachers should have many motivational strategies 
at their disposal (Dörnyei, 2001b). 
However, many teachers rely on just a few strategies. It is difficult to be an 
effective motivator by drawing on just a few strategies because teachers deal with 
different students in different situations. Strategies do not work in the same way in 
every situation for every student. Teachers should be able to read their situations and 
the students they are dealing with and choose strategies which will be effective in 
these situations. However, the capability of making suitable choices among all 
possible strategies requires being aware of all strategies and deciding which strategy 
works where, and for whom (Spaulding, 1992). 
Even if teachers are equipped with all motivational strategies, tasks imposed 
externally on teachers may preclude them from exploiting some motivational 
strategies fully.  Teachers may know what strategies to use to present more engaging 
and stimulating tasks, but they may not use these strategies because they do not have 





Identifying teachers' attitudes towards motivational strategies and the extent to 
which they use these strategies is the first step in training teachers in such a way as to 
make teachers able to exploit classroom-specific components of motivation through  
motivational strategy use. The motivational strategy use of teachers may contribute to 
the success of language learners by increasing or sustaining student motivation during 
the learning process. In addition, if materials are developed by considering what 
characteristics of tasks are perceived as motivational by teachers, teachers may use 











































This study investigates the extent to which teachers use motivational strategies 
in their teaching, and their attitudes towards the use of motivational strategies. In 
addition, the study looks at teachers' perceptions of characteristics of motivational 
tasks for their students. Since motivation is directly connected with language 
achievement, effective motivational strategy use by its teachers can contribute to the 
success of Muğla University's preparatory school. Based on the findings of this study, 
the teachers can be trained to improve the their motivational strategy use in 
classroom.  
The study aimed to answer following research questions: 
1. To what extent do teachers in Muğla University's prep-school report using 
motivational strategies in their teaching? 
2. What are the attitudes of teachers in Muğla University's prep-school towards the 
use of motivational strategies? 
3. How does Muğla University's prep-school's teachers' reported use of motivational 
strategies relate to their attitudes towards these strategies? 
4. What are the characteristics of instructional tasks that teachers perceive as 
motivational for students?  
This chapter will provide information about the study participants, the 
instruments used to obtain the data, the data collection procedure, and the data 
analysis strategies. 
Participants 





participated in this study. Questionnaires were administered to 35 participants and 33 
were returned, for a return rate of 94%. The instructors participating in the study 
ranged from 25 to more than 45 years old and had from 1 to more than 20 years 
experience. For most of the teachers, the bulk of their experience has been at Muğla 
University. Only four instructors had degrees higher than a BA/BS, with the director 
the sole holder of a Ph.D. Details of the respondents` backgrounds can be seen in 
Table 2.  
Table 2 
Background Information about Questionnaire Respondents 
 
Age                    Below 25       25-30       31-35       36-40       41-45       Above 45 
Numbers of            0                    9             13              4              4                3 
Teachers 
 
Total years            Less              1-5          6-10        11-15       16-20       Above 20 
Teaching               than  
Experience            1year 
Numbers of             0                   6             12              9             2                 4  
teachers 
 
Qualifications       BA/BS               MA               PhD             Diploma Programs  
in teaching 
Numbers of              29                     3                  1                            0  
teachers 
 
Other settings        Public/State      Private        University            Nowhere  
where they             School              College                                    else 
have taught 
Numbers of               20                    3                   2                           9 
Teachers 
 
Teaching                Less than          1-5               6-10                    10-15                  
Experience             1 year 
at Muğla  
University 







Interviews were conducted with four teachers chosen randomly from among the 
33 teachers who completed the questionnaire, and with the head of the department. 
The head of the department was chosen deliberately because he is the person who 
will eventually decide whether it is appropriate to carry out motivational strategy use 
training with the teachers. The ages of the interviewees range from 30 to 38. The least 
experienced interviewee has 6 years teaching experience and the most experienced 
interviewee has 14 years teaching experience. One of the interview participants has a 
Ph.D., and one of them has a Master's degree. The other three participants have 
BA/BS degrees. Most of them had not worked anywhere before starting to work in 
their present institution. Their teaching experience in the present institution ranges 
from 6 to 10 years. The background information about the interview participants is 
provided in Table 3. 
Table 3 
Background Information of Interview Participants 
 
Participants   Age   Total years   Qualifications      Other settings   Teaching 
                                teaching       in teaching            they have          experience at 
                                experience                                 taught               Muğla university 
A1                  30       7 years          B.A                         -                     7 years 
A2                  38       12 years        B.A                    Public school      10 years                    
A3                  31       7 years          B.A                         -                     7 years 
A4                  30       6 years          B.A                         -                     6 years 
                                                       M.A 
A5                  38       14 years        B.A                    University           9 years 
                                                       M.A 
                                                       Ph.D 
 
Instruments 
Two data collection instruments, a questionnaire and interviews, were drawn on 
to gather data for this study. Oppenheim (1992) states that the questionnaire 
technique is often used because little time is required for its implementation, 





Moreover, it is an efficient and viable way of gathering data from large sample 
groups. The interview technique is usually employed to provide participants with an 
opportunity to express their thoughts with their own words to obtain more detailed 
data (Seidmen, 1998). 
The questionnaire (see Appendix A) consisted of three parts. The purpose of the 
first part was to solicit background information from the participants. Five items were 
included to obtain data about participants' ages, total years of teaching experience, 
qualifications in teaching, other schools worked at, and total years of teaching 
experience in the targeted institution.   
In Part B, the purpose was to solicit teachers' beliefs about their motivational 
strategy practices in their teaching. Likert-scale type questions were used. There were 
53 questions derived from the literature on motivation (Brophy, 1998; Dörnyei, 
2001a, b; Dörnyei & Csizer, 1998; Jones & Jones, 2001; Littlejohn, 2001; Spaulding, 
1992). Not all of the strategies mentioned in the literature were included in the 
questionnaire in order to make the study manageable. Yet, strategies from all the 
strategy types were included to represent the each strategy type adequately. For each 
question, participants were asked to provide a response ranging from 1 to 5, 
corresponding to the terms never, rarely, sometimes, often, and always. The data 
collected in this part of the questionnaire were intended to answer the first research 
question. 
In part C, the aim was to solicit the attitudes of teachers towards motivational 
strategies. There were 53 questions parallel to the questions used in part B. Different 
terms were used in the five-point Likert scale by the researcher. This time, 
participants were asked to rate the items from 1 to 5 corresponding to the terms not 





collected in this part of the questionnaire were intended to answer the second research 
question.  
The items used in parts B and C were organised in sections. Items 1 to 14 focus 
on task-related strategies. Item 15 is about a motivational strategy related to 
instructional style. Items 16 to 27 are related to strategies aiming at building a good 
relationship between the teacher and students. Items 28 to 35 are concerned with the 
strategies used to demonstrate teacher commitment. Items 36 and 37 are concerned 
with goal-setting strategies. Items 38 and 39 are concerned with self-confidence 
improving strategies. Items 40 to 43 are concerned with feedback-related strategies. 
Items 44 to 50 are concerned with anxiety decreasing strategies. Finally, from 51 to 
53 are related to strategies used to increase integrative and instrumental motivations. 
Strategy types and corresponding questionnaire items are presented in Table 4. 
Table 4 
Strategy Types and Corresponding Questionnaire Items 
Strategy types Questionnaire items 
Task-related motivational strategies 1-2-3-4-5-6-7-8-9-10-11-12-13-14 






Teacher commitment-related strategies 28-29-30-31-32-33-34-35 
Goal-related strategies 36-37 
Self-confidence-related strategies 38-39 
Feedback-related strategies 40-41-42-43 
Anxiety decreasing motivational 
strategies 
44-45-46-47-48-49-50 
Integrative and instrumental motivations-







In order to overcome any potential deficiencies of the questionnaire, and to 
ensure that it worked as intended, it was piloted on February 28, 2003, with 11 MA 
TEFL 2003 students. The students were all practising English teachers from different 
Turkish universities, with at least two years teaching experience. Their comments 
were evaluated, and as a result of this evaluation, two items were reworded to make 
them less ambiguous, and a phrase was added to one item to make it clearer.  
In addition to the questionnaire, interviews were employed in this study (see 
Appendix B for an interview schedule). The researcher structured the questions that 
are in the first part of the interview according to the data obtained from the 
questionnaires to understand participants' perceptions of motivational strategies. The 
questions in the second part of the interview were structured by the researcher in such 
a way as to find the answer to the fourth research question. With the help of an 
English teacher at Muğla University, the interview questions were also piloted to see 
whether they were understandable and appropriate to obtain the intended data. No 
change was made in the questions 
The interviews were used to realise two purposes: Firstly, through the use of 
interviews, five participants were provided with the opportunity to express their 
opinions about motivational strategies in their own words. Secondly, the interviews 
were employed to understand interviewees' perceptions of motivational 
characteristics of tasks to find an answer to the fourth research question.  
The interviews were divided into two parts. In the first part, teachers' beliefs 
about their motivational strategy practices in their teaching, and their attitudes 
towards the use of motivational strategies were investigated through 8 questions (see 
Appendix B for questions 1.1, 1.2, 1.3, 1.4, 1.5, 1.6, 1.7, 1.8). Questions 1.5 and 1.6 





soliciting answers to the second research question. Questions 1.1, 1.2, 1.3, 1.4, 1.8   
can help supply the answers to both the first and second research questions. In the 
second part, teachers' perceptions of motivational characteristics of tasks were 
investigated through three questions (see Appendix B for questions 2.1, 2.2, 2.3). In 
the second part of the interview, five different materials (see Appendix C), each of 
which included more than one task, were used to solicit which characteristics teachers 
think make tasks motivational for their students. These materials were two cartoons, 
one script of a song and its video clip, one joke, a treasure-hunt game on a 
transparency, and a competitive grammar study game. 
Data Collection Procedures 
 
The questionnaire was delivered to 35 English teachers of Muğla University's 
prep-school on March 7, 2003. The researcher held a meeting with the participants 
before distributing the questionnaires in order to inform them about why they were 
being asked to complete the questionnaires. In this meeting, participants were also 
requested to take the questionnaires seriously. The questionnaires were distributed to 
the participants. The same day, after the questionnaires were completed by the 
participants, the researcher collected them. Thirty three questionnaires were returned. 
Then, the data obtained through questionnaires were analysed by the researcher 
through Statistical Packages for Social Sciences (SPSS 10.0).  
The four teachers who had been chosen randomly and the head of department 
were interviewed on March 25, 2003 to solicit their perceptions of motivational 
strategies (part 1). The interviews were tape recorded by the researcher. The next day 
the same teachers were interviewed to solicit which characteristics they thought made 
tasks motivational for their students (part 2). For the interviews aiming at soliciting 





five different materials, each of which consisted of more than one task. Teachers were 
also provided with the procedures to be followed for these materials (see Appendix 
D). First the teachers read the procedure to be followed for each material. Then, they 
answered three interview questions (given in Appendix B as 2.1, 2.2, 2.3) for each 
material so that they revealed the motivational characteristics of the tasks 
incorporated in each material. The interviews were tape recorded by the researcher. 
All the tape recorded interviews were then transcribed by the researcher.  
Data Analysis 
Statistical Packages for Social Sciences (SPSS 10.0) was used to analyze the 
quantitative data in this study. Because the purpose was to learn the extent to which 
teachers use motivational strategies in the part B section of the questionnaire, 
frequencies were used to analyse the Likert-scale type questions in this part. In 
addition to frequencies, chi-squares were also calculated for the questions to examine 
the distribution of the responses given by the participants. In order to understand 
teachers' attitudes towards the use of motivational strategies, frequencies and chi-
squares were likewise computed for the Likert-scale type questions in part C. Then, 
paired-samples t-test was employed to compare part B with part C to find the 
differences between teachers' reported strategy practices and their perceptions of ideal 
strategy practices.  
Categorisation was employed for the analysis of interviews. Data collected 
through interviews were examined to find the patterns that were recurring in the data 
obtained from individual interviewees. The data were examined with the research 
questions of the study and questionnaire results in mind, so that patterns that were 
found in the transcriptions could contribute to answering the research questions. In 





practices and what they could do more to motivate students were looked for. In the 
second part of the interviews, key concepts related to teachers' perceptions of the  
motivational characteristics of tasks were looked for to answer the fourth research 
question.  
Conclusion 
In this chapter, characteristics of the participants, the material used, data 
collection and analysis procedures were presented. The results found with the 






















CHAPTER IV: DATA ANALYSIS 
Introduction 
This study collected data to determine the extent to which the teachers working 
in Muğla University's preparatory school use motivational strategies in their teaching, 
their attitudes towards these strategies, and the characteristics of tasks that they 
perceived as motivational.  
The study aimed to answer following research questions: 
1. To what extent do teachers in Muğla University's prep-school report using 
motivational strategies in their teaching? 
2. What are the attitudes of teachers in Muğla University's prep-school towards 
motivational strategies? 
3. How does Muğla University's prep-school's teachers' reported use of motivational 
strategies relate to their attitudes towards these strategies? 
4. What are the characteristics of instructional tasks that teachers perceive as 
motivational for students?  
Two sources of data were analyzed for this study. Data from a survey that was 
administered to the English teachers working at Muğla University were analyzed 
using both descriptive and inferential statistics.  Statistical Packages for Social 
Sciences (SPSS 10.0) was used to compute the frequencies and chi-squares of each 
item in part B and C of the questionnaire. A paired samples t-test was used to 
compare part B with part C in order to see the differences and similarities between 
teachers' reported motivational strategy use in their teaching and their perceptions of 
ideal motivational strategy use in teaching. Interview transcript data were analyzed 
through categorization to identify the recurring patterns in interview data. While 





motivational strategies and motivational characteristics of tasks to support the 
findings obtained from the questionnaire and provide an answer to the fourth research 
question.  
The results obtained from the analysis of questionnaires and interviews will be 
presented in four sections below. In the first section, an analysis of the questions in 
part B of the questionnaire is provided to show the extent to which teachers working 
at Muğla University's prep-school reported using motivational strategies. In the 
second section, an analysis of the questions in part C of the questionnaire is provided 
to reveal teachers' attitudes towards motivational strategy use. In the third section, 
results of the comparison between part B and part C is provided to reveal the 
relationship between teachers' reported strategy use and their perceptions of ideal 
strategy use. The last section focuses on teacher' perceptions of the motivational 
characteristics of tasks. 
Teachers' Motivational Strategy Use in Their Teaching 
The questions in part B of the questionnaire aimed to investigate teachers' 
reported motivational strategy use in their teaching. There were 53 Likert-scale 
questions in this part. The following scale was used in this part of the questionnaire: 
Never: 1         Rarely:  2         Sometimes:  3         Often:  4         Always:  5 
For each question, frequencies and chi-squares were computed, and the results were 
interpreted. 
In Table 5, where U (use) is used instead of Q (question) for clarity and ease of 
understanding the comparisons made later in this chapter, the results of the analyses 
of teachers' responses to the questions aiming to investigate the teachers' motivational 













Questions in part B of questionnaire. 1 2 3 4 5    χ 2 
U1 I make tasks challenging enough for my students. 1 1 14 13 3 26.75** 
U2 I consider my students' needs rather than tests while 
presenting tasks. 
1 4 9 13 5 13.62** 
U3 I consider my students’ interests rather than tests while 
presenting tasks. 
0 3 9 14 6 18.31** 
U4 I offer a variety of tasks 0 5 12 12 4 16.84** 
U5 I raise my students' curiosity by introducing unexpected 
tasks. 
2 13 6 8 4 10.78* 
U6 I use tasks that do not exceed my students' competence 5 3 6 11 8 5..36 
U7 I use tasks that allow students to interact with each other. 0 0 10 13 9 22.68** 
U8 I use authentic tasks (tasks that are believed to prepare 
learners for real life applications). 
0 6 12 7 7 11.43* 
U9 I use tasks that are interesting for my students. 0 2 10 16 5 25.33** 
U10 I use game-like competitions in the classroom. 0 7 9 12 5 12.30* 
U11 I use tasks that allow my students to have fun in the 
classroom. 
1 1 18 10 3 32.90** 
U12 I give clear instructions for tasks to my students. 0 1 0 8 24 64.12** 
U13 I provide guidance about how to complete tasks for my 
students. 
0 0 2 9 21 50.18** 
U14 I state the purpose of every task. 2 0 5 9 17 27.45** 
U15 I vary my instructional style. 1 6 10 9 6 7.68 
U16 I develop a good relationship with my students. 0 1 4 9 19 36.54** 
U17 I praise my students when they succeed. 0 0 1 6 25 71.43** 
U18 I reward my students when they succeed.  0 4 8 15 6 18.66** 
U19 I show my disapproval to my students when they 
demonstrate undesirable behaviours. 
0 4 6 12 11 15.03** 
U20 I organise out-of-class activities. 8 17 6 1 1 26.24** 
U21 I share my interests with my students. 0 1 14 15 3 32.30** 
U22 I make my students feel that I really care about them as 
people.  
1 2 1 9 19 38.00** 
U23 I avoid comparing my students to one another.  2 2 3 6 20 35.63** 
U24 I involve my students in creating the rules to be obeyed in 
the classroom at the beginning of the term.                           
1 9 4 9 10 9.27 
U25 I involve my students in decision making about their 
learning. 
1 4 12 11 5 13.51** 
U26 I try to learn what my students think about the learning 
process.  
0 1 12 13 7 22.00** 
U27 I am willing to talk to my students about their personal 
problems 
0 5 7 8 13 13.51** 
U28 I show my students that I value L2 learning as a 
meaningful experience. 
0 1 3 17 12 34.12** 
U29 I show my students that L2 learning produces satisfaction 
in my life.    
0 1 6 16 10 26.54** 
U30 I share my personal interests in the L2 with my students. 1 1 7 14 10 19.57** 
U31 I prepare for my lessons in such a way as to promote 
learning. 
0 2 6 19 6 33.21** 
U32 I demonstrate that I enjoy what I do in the classroom. 1 2 6 13 11 17.15** 
U33 I meet my students who need help individually outside of 
class time to explain subjects that are not understood 
clearly 
2 2 10 11 8 11.39* 
U34 I prepare additional materials for my students who need 
more exercises. 
0 4 9 11 9 12.30* 
U35 I make myself available to my students outside of class 
time. 





Table 5 (cont'd) 
U36 I set up learning goals that are both clear and achievable 
for my students. 
1 1 8 18 5 29.87** 
U37 I encourage my students to select specific, short-term 
goals for themselves. 
0 6 11 10 6 11.39* 
U38 I make sure that my students experience success 
regularly.  
1 1 6 19 5 34.25** 
U39 I communicate a belief to my students that everyone can 
learn when required effort is demonstrated. 
0 0 4 10 19 39.27** 
U40 I show my students how much they have learned. 1 0 3 17 12 34.12** 
U41 I give feedback to my students in such a way as to enable 
them to improve their performance  
1 1 3 18 10 32.90** 
U42 I give feedback that does not embarrass my students. 1 0 4 14 14 28.97** 
U43 I give immediate feedback to my students. 0 1 8 15 9 23.21** 
U44 I encourage my students to take risks without fear of 
feeling stupid. 
0 0 4 5 24 60.48** 
U45 I communicate a belief to my students that mistakes are a 
natural part of learning. 
0 1 1 6 25 67.45** 
U46 I bring humour to the classroom to help decrease student 
anxiety. 
0 3 8 6 16 22.30** 
U47 I help my students to get to know one another. 1 3 9 6 14 15.93** 
U48 I regularly use group activities where students can mix. 0 2 9 13 9 17.75** 
U49 I am consistent in my reactions to my students.       0 1 6 14 12 24.12** 
U50 I teach my students learning strategies. 0 1 10 11 11 18.97** 
U51 I invite native speakers to class whenever it is possible. 21 6 3 0 3 42.00** 
U52 I provide activities to familiarise my students with the 
target culture. 
0 10 12 10 1 19.27** 
U53  I emphasize the usefulness of the language in finding a 
job. 
1 0 0 9 23 59.57** 
 Note. Never:1   Rarely: 2   Sometimes: 3   Often: 4   Always: 5   *p <.05   ** p <.01 χ 2 = Chi-square    
The results show that, in general, most of the teachers reported using 
motivational strategies frequently in their teaching. The majority of the teachers 
reported using 51 of 53 motivational strategies at least sometimes in their teaching. 
Just two of the strategies were reported to be used less than sometimes by the 
majority of the teachers; these were organising out-of-class activities with students 
and inviting native speakers to the class. 
The motivational strategies covered in questions 12, 13, 14, 16, 17, 22, 23, 39, 
44, 45, 53 are the most frequently used strategies because a majority of the 
participants reported always using these strategies in their teaching. In contrast, only 
one strategy (covered in question 51) is reported to never be used by a majority of the 





speakers to their classroom whenever it is possible. These most and least frequently 
used strategies and their types are presented in Table 6. 
Table 6 
The Most and Least Frequently Used Strategies 
Que. 
No. 
Questions            Strategy Type 
 The most frequently used  
U12 I give clear instructions for  tasks to my students. 
U13 I provide guidance about how to complete tasks for my 
students. 
U14 I state the purpose of every task. 
Task-related motivational 
strategies 
U16 I develop a good relationship with my students. 
U17 I praise my students when they succeed. 
U22 I make my students feel that I really care about them as 
people.  
U23 I avoid comparing my students to one another.  
Good relationship building-related 
motivational strategies 
U39 I communicate a belief to my students that everyone can 
learn when required effort is demonstrated. 
Self-confidence-related 
motivational strategy 
U44 I encourage my students to take risks without fear of 
feeling stupid. 
U45 I communicate a belief to my students that mistakes are a 
natural part of learning. 
Anxiety decreasing motivational 
strategies 
U53  I emphasize the usefulness of the language in finding a 
job. 
 The least frequently used 
U51 I invite native speakers to class whenever it is possible. 
Integrative and instrumental 
motivations-related strategies 
 
There are 11 strategies a majority of teachers reported always using and one 
strategy a majority of teachers reported never using. Three of the most frequently 
used strategies (U12, U13, U14) are task-related motivational strategies. Four 
strategies (U16, U17, U22, U23) which aim at building a good relationship between 
the teacher and students are among the most frequently used strategies. There is only 
one strategy related to improving students' self-confidence (U39) among most 
frequently used strategies. The majority of the teachers also reported that they always 
use two strategies aimed at decreasing student anxiety (U44, U45) in the classroom 
and one strategy to increase students' instrumental motivation (U53). The only 
strategy which was reported to be used 'never' by the majority of the teachers is 





Questions 12, 13 and 14 are about task-related motivational strategies and the 
teachers report exploiting them more than the other 11 task-related motivational 
strategies, perhaps because they relate to the presentation of tasks. The teachers report  
using these three strategies more than other 11 task-related strategies perhaps because 
these three strategies do not require teachers to look for resources beyond their main 
course book to find tasks as is the case for most of the other 11 task-related 
motivational strategies. It may also be the case that the teachers assign great 
importance to the clear presentation of tasks to motivate their students.  
Although the teachers reported that they assign great importance to 
motivational strategies related to the presentation of tasks, just one of the interview 
participants (A5) talked about these motivational strategies while he or she was 
explaining what he or she does to motivate students: 
While I am doing an activity in the classroom, I put, you 
know, a purpose. It must be meaningful for the students. 
If it is, you know, superficial, students do not want to 
interest in, interested in this kind of activities. 
 
First of all I make the activity easier for them, I make 
them easier, understandable, comprehensible for them. 
 
Although just one of the interview participants talked about the importance of  
ways of presenting tasks, the other participants most probably assign importance to 
the presentation of tasks because questionnaire results show that almost all the 
teachers report using presentation-related strategies 'often' or 'always'. Perhaps 
because they consider using these strategies as the norm in their teaching, they felt 
that it was unnecessary to talk about them during the interviews.  
Out of 12 good relation building strategies, use of four (U16, U17, U22, U23) 
are very frequently claimed by the teachers. This shows that the teachers want to have 





(U16) requires the teachers to build a good relation with their students. Therefore, this 
strategy could be seen as an umbrella strategy covering the others. The teachers report 
praising their students (U17) as a motivational strategy very often. This practice of 
using praise very often to motivate students is in line with traditional practices which 
rely on rewards, which stems from the reinforcement theory of motivation. The 
teachers also reported that they make their students feel that they really care about 
them (19 of 33) and that they avoid comparing their students to one another (20 of 
33).  
The importance given to using praise to motivate students was confirmed in  
statements made by one of the interviewees. While explaining what is done to 
motivate students, interview participant A1 stated: 
Well, mostly and basically the most important thing I do 
to motivate them is to praise them, for me because if 
they do something good, if they pronounce a word very 
well or if they answer a question or they do something 
very good or something very well then I really try to be, 
I never let them think "oh the teacher did not listen to 
me or the teacher did not like what I said", so I always 
try if they do something good, I say that "oh this is 
really good, you did it good" so I say "well done" 
 
Although other interview participants did not mention praising their students 
during the interviews, results obtained from the questionnaire indicate that they also 
praise their students because none of the teachers reported that they never or rarely 
praise their students when students succeed. The interview participants may have 
considered praising as such a natural part of their teaching that they may not have 
mentioned it during the interviews. 
Question 39 is related to improving students' self-confidence. Out of 33 
teachers, 19 teachers reported that they always communicate a belief to their students 





strategy quite often perhaps because students are not so willing to study hard and, 
therefore, many of them fail. The teachers may see lack of effort on students' part as 
one of the reasons for low language achievement. Data obtained from interviews also 
reveal that most teachers try to increase their students’ self-confidence by making 
students believe that they can learn the language and they have the capacity to learn 
the language. While answering the question about what they do to increase their 
students' motivation, three of the interview participants stated the following: 
A2: I show them they can do it, they have the 
capacity to do it and they do it. 
 
A4: I always try to encourage them "come on you can 
do it".  
 
A5: I make them convince that they can manage this, 
they can do this. 
 
The teachers reported that they use two anxiety decreasing motivational 
strategies (U44 and U45) more than the other five listed in the questionnaire. The 
majority of the teachers reported that they always encourage their students to take 
risks without fear of feeling stupid (U44) and communicate a belief to their students 
that mistakes are a natural part of learning (U45). Language classrooms are places 
where the risk of making mistakes is very high, and hence, students may feel anxious 
about expressing themselves in the target language. The teachers seem to be aware of 
this fear on the part of students, and by emphasising that mistakes are a natural part of 
the learning process, they try to make their students more relaxed, as stated by 
interview participant A2: 
I try to point out ... , and they should not get frustrated 
and it is normal if they make errors. 
 
The last strategy which was reported to always be used by the majority of the 





three of 33 teachers reported that they always emphasise the usefulness of the target 
language in finding a job. The teachers seem to believe that making students believe 
that language competence is important in terms of finding a good job in the future 
contributes to students' motivation. During the interviews, just one of the participants 
(A4) stated that he or she uses a similar strategy to increase students' instrumental 
motivation. In the words of participant A4: 
I try to motivate them, for example, by giving them 
small speeches at least 10 or 15 minutes about how 
important English is. 
 
Among all the strategies, there is only one strategy that the majority of the 
teachers reported that they never exploit in their teaching (U51). Twenty-one teachers 
out of 33 reported that they never invite native speakers to their classrooms. Perhaps 
the teachers can not find native speakers to invite to the classroom, can not find class 
time to spare for the native speaker, or do not want to put forth the effort required to 
find a native speaker and bring him or her to classroom. 
Teachers' Attitudes Towards Motivational Strategies 
The questions in part C of the questionnaire investigated teachers' attitudes 
towards motivational strategies. There were 53 Likert-scale questions in this part, 
parallel to those in part B. The following scale was used in this part of the 
questionnaire: Not important at all:1; Not very important: 2; Neutral: 3; Important: 4  
Very important: 5.  For each question, frequencies and chi-squares were computed, 
and the results were interpreted. In Table 7, where A (attitude) is used instead of Q 
(question) in front of the items, the results of the analyses of teachers' responses to the 
questions aiming to investigate the teachers' attitudes towards motivational strategies 














Questions in part C of questionnaire 
It is important to me to ... 
1 2 3 4 5    χ 2 
A1 Make tasks challenging enough for students. 1 2 7 14 9 17.15** 
A2 Consider students' needs rather than tests while presenting 
tasks. 
0 2 3 17 11 31.09** 
A3 Consider students’ interests rather than tests while 
presenting tasks. 
0 0 4 19 10 39.27** 
A4 Offer a variety of tasks 0 1 5 10 17 29.87** 
A5 Raise students' curiosity by introducing unexpected tasks. 0 0 5 14 13 28.93** 
A6 Use tasks that do not exceed students' competence 2 0 3 20 8 39.27** 
A7 Use tasks that allow students to interact with each other. 0 0 3 14 16 36.84** 
A8 Use authentic tasks (tasks that are believed to prepare 
learners for real life applications). 
0 2 5 11 15 23.81** 
A9 Use tasks that are interesting for students. 0 1 2 17 13 37.15** 
A10 Use game-like competitions in the classroom. 0 1 6 11 14 23.31** 
A11 Use tasks that allow students to have fun in the classroom. 0 0 5 12 16 31.39** 
A12 Give clear instructions for tasks to students. 0 0 0 8 25 71.39** 
A13 Provide guidance about how to complete tasks for 
students. 
0 0 2 8 23 57.45** 
A14 State the purpose of every task. 0 1 4 13 15 29.27** 
A15 Vary instruction style. 0 2 8 11 12 17.45** 
A16 Develop a good relationship with students. 0 0 2 9 21 50.18** 
A17 Praise students when they succeed. 0 0 0 9 24 66.54** 
A18 Reward students when they succeed.  1 0 3 9 20 41.39** 
A19 Show disapproval to students when they demonstrate 
undesirable behaviours. 
3 2 6 17 5 22.00** 
A20 Organise out-of-class activities. 0 8 10 9 6 9.57* 
A21 Share my interests with students. 0 2 10 14 7 19.87** 
A22 Make students feel that I really care about them as  
people.  
0 0 3 11 19 41.39** 
A23 Avoid comparing students to one another.  1 1 3 6 22 47.45** 
A24 Involve students in creating the rules to be obeyed in the 
classroom at the beginning of the term.                                 
3 1 9 11 9 11.39** 
A25 Involve students in decision making about their learning. 0 1 5 19 8 35.33** 
A26 Try to learn what students think about the learning 
process.  
0 1 4 21 6 45.18** 
A27 Be willing to talk to students about their personal 
problems 
0 5 8 9 10 10.18* 
A28 Show students that I value L2 learning as a meaningful 
experience. 
0 1 2 13 16 35.18** 
A29 Show students that L2 learning produces satisfaction in 
my life 
0 1 3 15 13 31.12** 
A30 Share my personal interests in the L2 with students. 1 3 8 13 7 13.62** 
A31 Prepare for lessons in such a way as to promote learning. 0 0 8 8 16 28.00** 
A32 Demonstrate that I enjoy what I do in the classroom. 0 1 4 11 16 29.56** 
A33 Meet students who need help individually outside of class 
time to explain subjects that are not understood clearly 
0 2 5 16 9 25.18** 
A34 Prepare additional materials for students who need more 
exercises. 
0 0 2 16 14 39.25** 
A35 Make myself available to students outside of class time. 0 3 6 13 10 17.06** 
A36 Set up learning goals that are both clear and achievable 
for students. 
0 0 3 7 22 52.68** 
A37 Encourage students to select specific, short-term goals for 
themselves. 





Table 7 (cont'd) 
A38 Make sure that students experience success regularly. 0 0 7 14 11 25.18** 
A39 Communicate a belief to students that everyone can learn 
when required effort is demonstrated. 
0 0 3 10 19 41.43** 
A40 Show students how much they have learned. 0 0 2 12 18 41.75** 
A41 Give feedback to students in such a way as to enable them 
to improve their performance  
0 1 1 15 15 38.62** 
A42 Give feedback that does not embarrass students. 0 1 2 13 16 35.18** 
A43 Give immediate feedback to students. 0 1 4 16 11 29.56** 
A44 Encourage students to take risks without fear of feeling 
stupid. 
0 0 2 3 27 83.93** 
A45 Communicate a belief to students that mistakes are a 
natural part of learning. 
0 0 1 6 25 71.43** 
A46 Bring humour to the classroom to help decrease student 
anxiety. 
0 1 6 8 17 28.93** 
A47 Help students to get to know one another. 0 2 7 10 13 18.31** 
A48 Regularly use group activities where students can mix. 0 0 5 18 9 35.18** 
A49 Be consistent in reactions to students.       0 0 3 11 18 38.93** 
A50 Teach students learning strategies. 0 1 4 12 15 28.31** 
A51 Invite native speakers to class whenever it is possible. 3 1 5 9 12 13.33** 
A52 Provide activities to familiarise students with the target 
culture. 
0 5 8 8 11 10.81* 
A53  Emphasize the usefulness of the language in finding a job. 1 0 3 8 20 42.06** 
Note.  Not important at all:1  Not very important: 2  Neutral: 3  Important: 4  Very important: 5 
         *p <.05   ** p <.01 χ 2 = Chi-square      
 
All of the chi-square results obtained from the analysis of the questions on 
teachers' attitudes towards motivational strategies are either significant or highly 
significant, with frequencies indicating the strong positive attitudes of teachers 
towards all of the motivational strategies. However, the teachers reported stronger 
attitudes towards some of the strategies than they did for others because only for 
these strategies a majority of the teachers chose the extreme point in the scale. For the 
strategies covered in questions 4, 12, 13, 16, 17, 18, 22, 23, 36, 39, 40, 44, 45, 46, 49, 
53, the majority of the participants reported that they find the strategies very 















It is important to me to ... 
           Strategy Type 
A4 Offer a variety of tasks 
A12 Give clear instructions for tasks to students. 





A16 Develop a good relationship with students. 
A17 Praise students when they succeed. 
A18 Reward students when they succeed.  
A22 Make students feel that I really care about them as people.
  
A23 Avoid comparing students to one another.  
 
Good relationship building-related 
motivational strategies 
  
A36 Set up learning goals that are both clear and achievable 
for students. 
 
Goal-related motivational strategy 
  
A39 Communicate a belief to students that everyone can learn 









A44 Encourage students to take risks without fear of feeling 
stupid. 
A45 Communicate a belief to students that mistakes are a 
natural part of learning. 
A46 Bring humour to the classroom to help decrease student 
anxiety. 
A49 Be consistent in reactions to students.       
 









Three of the strategies which the majority of the teachers believe to be very 
important to motivate students are task-related strategies (A4, A12, A13). The 
teachers especially reported very strong attitudes towards the strategies A12 (Give 
clear instructions for tasks to students) and A13 (Provide guidance about how to 
complete tasks for students) that are related to how the tasks are presented. These two 
strategies were also among the most frequently exploited strategies. This relationship 
between reported use and importance shows that the participants of the study report 
that they are doing what they believe they should do with regards to giving clear 
instructions for tasks to students and providing guidance about how to complete tasks 





than other task-related motivational strategies such as bringing authentic material, or 
using tasks that allow students to interact with each other in terms of motivating their 
students. In addition, the teachers may not be very willing to use tasks different from 
the tasks present in their course book as it means spending extra time and investing 
extra effort. The other task-related strategy in this group is A4, which emphasizes the 
importance of a variety of tasks, and is considered to be very important by the 
majority of teachers. However, this strategy was not reported among the most 
frequently exploited strategies. Although the teachers may want to exploit this 
strategy frequently, they may not be able to because of having to follow a tightly 
scheduled curriculum.  
Among the strategies towards which teacher exhibited the strongest attitudes 
were reported by the teachers, five strategies (A16, A17, A18, A22, A23) are related 
to establishing good relations with students. Moreover, four of these five strategies 
were reported among the most frequently exploited strategies by the teachers. This 
can be interpreted to mean that the teachers both do what they believe they should do 
and that they consider having good relations with students as an influential factor on 
student motivation. The teachers' attitudes towards praising and rewarding students as  
motivational strategies are very strong. This can be the result of a belief that 
rewarding and punishing students are good ways of motivating students. However, 
using rewards as a motivational strategy was not among the frequently exploited 
strategies. The teachers may not be able to use rewards as often as they want possibly 
because rewarding might mean either giving good grades or something material for 
the teachers. Because the grades are given based on exams written by the 
administration, the teachers cannot afford rewarding their students as they want and 





Interview results also confirm that the teachers assign great importance to 
establishing a good relationship with their students. Three of the interview 
participants reported that they believe good relations between teachers and students 
are important for student motivation. Through good relations, it is possible for 
teachers to make their students feel comfortable and relaxed in the classroom. When 
students have good relations with their teachers, they are more willing to be in the 
classroom with their teachers; otherwise, they may miss lessons because they do not 
like or want to be with their teachers and, over time, they may lose their will to 
continue learning, and, accordingly, they will not succeed.  
A1: Perhaps it is a problem of teacher student 
relationship, if you leave the other factors like their 
background and their history, if they do not have, or if 
they do not like the teacher, if they do not have good 
relationship with their teacher, ... they can not be 
motivated enough. 
 
A2: If the student has a good relationship with the 
teacher, if the waves are at the same frequency, they 
can achieve it then they are successful. 
 
A2: That is one of the reasons they fail because they are 
not, they do not like the teacher, they do not have s 
good relationship with the teacher. So they do not listen 
to the teacher or they do not come to class at all 
because they do not feel at home, or they do not 
comfortable in the classroom, so they miss the lesson 
and then of course they are not motivated to continue.  
 
A5: It depends on the interaction between students and 
teachers. Some students are more close to their teachers 
and some teachers are, you know, they, they can 
motivate their students better than, more than other 
teachers. 
 
Another strategy towards which highly positive attitudes were reported by the 
teachers is related to goal setting. Twenty-two teachers out of 32 reported that they 
believe setting up learning goals that are both clear and achievable for their students 





to achieve, they tend to put forth more effort because through goals they know why 
they do what they do in the classroom. However, this goal-setting strategy was not 
among the most exploited strategies; teachers may think that they do not need to set 
goals because the goals for Muğla University's language program are set by others in 
the curriculum. 
Among the strategies aimed at helping the teachers to improve their students’ 
self-confidence, one strategy (A39) was regarded very important by the majority of 
the teachers. Nineteen teachers out of 32 reported that they believe that 
communicating a belief to students that everyone can learn when required effort is 
demonstrated is very important. The teachers not only think this strategy is very 
important, but they also report always using this strategy in their teaching. This may 
show that the teachers do what they believe they should do in terms of making 
students believe that putting forth required effort is essential to be successful. 
The majority of the participants also reported that they think showing students 
how much they have learned is an important feedback-related strategy for increasing 
students' motivation. In this way, students can be made aware of their progress so that 
they can see what they have mastered and what they need to work on more. However, 
this feedback-related strategy was not among the most frequently used strategies 
perhaps because the teachers do not find enough time to show individual students to 
show what they have learned because of the tightly scheduled curriculum. 
 When it comes to increasing students' motivation by decreasing their anxiety, 
four strategies (A44, A45, A46, A49) were reported to be highly valued by the 
majority of the teachers. Two of the strategies A44 (Encourage students to take risks 
without fear of feeling stupid) and A45 (Communicate a belief to students that 





frequently exploited strategies, were considered more important than the other two 
(A46, A49). This shows that the teachers' motivational strategy practices are in line 
with their perceptions of the importance of the strategies. The teachers especially 
reported very positive attitudes towards these two strategies perhaps because 
language classes are risky places in terms of making mistakes; this high risk ratio 
may make students reluctant to participate in class activities. The other two strategies, 
A46 and A49, encourage teachers to bring humour into the classroom to decrease 
student anxiety and be consistent in reactions to students. Humour enables students to 
laugh in the classroom and enjoy the learning process, allowing them to feel relaxed 
and comfortable in the classroom. Teachers who are consistent in their reactions to 
students make the classroom a secure place so that students feel less anxious. These 
two strategies were not among the most frequently used strategies. The teachers may 
consider themselves not capable enough to bring humour to the classroom and they 
may perceive themselves as not as consistent as feel they should be. 
The final strategy (A53) towards which highly positive attitudes were reported 
by the teachers is related to increasing students' instrumental motivation. Twenty out 
of 32 teachers seemed to believe that emphasising the usefulness of English in finding 
a job is motivating for their students because English is a gatekeeper to many jobs in 
Turkey. Therefore, the majority of the teachers also reported that they use this 
strategy 'always' in their teaching. 
Comparison of Teachers' Reported Strategy Use  
with Their Attitudes Towards These Strategies 
In this section, the teachers' responses to the questions in part B of the 
questionnaire, investigating the teachers' strategy practices, and their responses to 





way, the researcher aims to reveal the close matches and significant differences in 
teachers' strategy practices and their perceptions of ideal strategy practices. Paired 
samples t-tests were carried out to compare the responses of teachers for questions in 
parts B and C.  
Table 9 presents the results obtained from paired samples t-tests for the items 
selected earlier in the first section dealing with the teachers' reported strategy 
practices in their teaching and in the second section dealing with the teachers attitudes 























Comparison of the Reported Use of Items That Were Either Among the Most and 
Least Frequently Used Strategies or Among the Strategies Towards Which the 
Strongest Attitudes Were Reported  
Questions                N               M               sd               t 
     U4                      33             3.45           0.90          -4.71** 
     A4                      33             4.30           0.84 
     U12                    33             4.66           0.64          -0.90 
     A12                    33             4.75           0.43 
     U13                    32             4.59           0.61          -0.82 
     A13                    32             4.68           0.53 
     U14                    33             4.18           1.10           -0.59 
     A14                    33             4.27           0.83 
     U16                    32             4.40           0.83          -1.43 
     A16                    32             4.59           0.61 
     U17                    32             4.75           0.50          -0.00 
     A17                    32             4.75           0.43 
     U18                    33             3.69           0.91          -4.27** 
     A18                    33             4.42           0.90 
     U22                    32             4.34           1.03          -1.13 
     A22                    32             4.53           0.62 
     U23                    33             4.21           1.21          -0.89 
     A23                    33             4.42           1.00 
     U36                    32             3.78           0.87          -5.89** 
     A36                    32             4.59           0.66 
     U39                    32             4.50           0.85           0.00 
     A39                    32             4.50           0.62           
     U40                    32             4.18           0.85          -2.26* 
     A40                    32             4.50           0.62 
     U44                    32             4.62           0.70          -1.53 
     A44                    32             4.78           0.55 
     U45                    32             4.71           0.63          -0.32 
     A45                    32             4.75           0.50 
     U46                    32             4.12           1.00          -0.72 
     A46                    32             4.28           0.88 
     U49                    32             4.15           0.80          -2.05* 
     A49                    32             4.46           0.67 
     U51                    30             1.73           1.25          -8.16** 
     A51                    30             3.86           1.27 
     U53                    32             4.62           0.79           1.53 
     A53                    32             4.43           0.91           
Note. N = number of participants; M = mean; sd = standart deviation; 






With regards to the three task-related motivational strategies covered in 
questions 12 (Give clear instructions for tasks to students), 13 (Provide guidance 
about how to complete tasks for students) and 14 (State the purpose of every task) 
there is a close match between the extent to which the teachers' use these three 
strategies and their attitudes towards them. These strategies are both used very 
frequently and are also considered very important by the teachers. As these three task-
related motivational strategies are related to presentation of tasks, these strategies do 
not place an extra burden of work on the teachers' shoulders use these strategies in 
their teaching. These strategies also do not require teachers to spend extra time to use 
them. As the teachers are overburdened and they have to follow a tightly scheduled 
curriculum, they may have reported a high level of use of and strong positive attitudes 
towards these strategies.  
Table 9 reveals that there is a significant difference between teachers' reported 
strategy practices and their perceptions of ideal strategy practices with regards to one 
of the task-related motivational strategies (questionnaire item 4). The teachers believe 
that they offer a variety of tasks to their students to some extent, but they consider 
this extent inadequate. This significant difference between the teachers' reported task-
related motivational strategy practice and their perceptions of ideal use of this 
strategy may be linked to the fact that the teachers have to follow a strictly scheduled 
curriculum as is stated by two interview participants: 
                        A1: I should be free of the curriculum sometimes. I 
should have the freedom as a teacher. Okay, this is the 
curriculum, I have to follow a curriculum, I accept this, 
this is not a problem for me but sometimes I should 
have enough time, I shouldn't feel myself "oh I have to 
catch up with a curriculum so I can't do this activity". 
This is a big problem. 
 
                        A3:Sometimes you may have some inner desires to 





curriculum has to develop, you may not be able to do 
these things ... because some activities are time-
consuming so for that reason you may not be able to do 
all the activities in your mind. 
 
Results given in Table 9 indicate that with regards to some strategies, items 16 
(Develop a good relationship with students), 17 (Praise students when they succeed), 
22 (Make students feel that their teacher really care about them as people) and 23 
(Avoid comparing students to one onather), aiming to help teachers establish good 
relations with their students, there are some close matches and one significant 
difference between the teachers' reported good relation building practices and their 
attitudes towards these strategies. The teachers' use of these good relationship 
building strategies matches closely to their attitudes towards these strategies. More 
specifically, the teachers try to develop good relationships with their students quite 
frequently and they assign great importance to developing such relations. They report 
praising their students almost always when they succeed and they consider praising 
students when they succeed very important. Making students feel that their teacher 
really cares about them as people and avoiding comparing students to one another are 
the two other strategies where close matches between teachers' reported use and 
attitudes were revealed. 
Unlike these close matches, there is a significant difference between the 
teachers' use of strategy covered in question 18 and their attitudes towards it. The 
teachers reported that they believe that they need to reward their students more often 
than they do.  
There is a highly significant difference between the teachers' strategy use in 
setting up learning goals that are both clear and achievable for their students and their 
attitudes towards this strategy (item 36). The teachers reported that they only 





reported use of this strategy lags behind their perceptions of the ideal use of this 
strategy. Perhaps this is because they do not feel free to set goals of their own because 
the goals are already set by the program curriculum.  
A close match was revealed for the strategy aiming to help teachers motivate 
their students by improving their students' self-confidence (item 39) between its 
reported use and teachers' attitudes towards it. The teachers communicate a belief to 
their students that every one can learn when required effort is demonstrated very 
often and they consider communicating this belief to students as very important. This 
can be interpreted to mean that the teachers believe that effort is essential for success 
or students need to believe that effort is essential for success.  
In terms of showing students how much they have learned as a feedback-related 
motivational strategy, a significant difference was revealed between the teachers' use 
of this strategy and their attitudes towards this strategy. The teachers reported that 
they use this strategy often, but that they believe this strategy is very important. 
Because showing each student how much they have learned is time-consuming and 
the teachers seem to be short of time because of curricular demands, the teachers may 
not use this strategy as often as they want. 
There are three non-significant results and one significant result obtained for 
the four strategies related to decreasing students' anxiety (questionnaire items 44, 45, 
46, 49). Strategies (44, 45 and 46) were reported to be used very frequently and to be 
considered very important by the teachers. The teachers almost always encourage 
their students to take risks without feeling stupid, they communicate a belief to their 
students that mistakes are a natural part of learning, and bring humour to the 
classroom. Related to being consistent in reactions to students as a motivational 





strategy and their attitudes towards this strategy. This may indicate that the teachers 
think they are not as consistent as they should be towards their students. 
The results obtained for the motivational strategies used to increase students' 
integrative and instrumental motivations (questionnaire items 51 and 53) revealed one 
close match and one significant difference. There is a close match between the 
teachers' use of emphasising the usefulness of the language in finding a job as a 
motivational strategy and their perceptions of the ideal use of this strategy. The 
teachers always use this strategy in their teaching and consider it very important. 
On the other hand, although the teachers never or rarely invite native speakers to their 
classrooms to motivate their students, they think that inviting native speakers to the 
classroom is an important motivational strategy. This indicates a significant 
difference between the teachers' reported use of inviting native speakers to the 
classroom and their perceptions of ideal use of this strategy.  
Besides the results presented in Table 9, t-test results for 12 items are presented 
in this section as they revealed significant differences at a level of p <.01  between the 
teachers' reported motivational strategy use and their perceptions of ideal use of these 
strategies. Results obtained from t-tests for these strategies, seven of which are task-
related motivational strategies (questionnaire items 2, 5, 7, 8, 9, 10, 11), two of which 
are from the strategy set aiming to help teachers build good relations with their 
students (items 20, 25), other two of which are teacher commitment related (items 31, 
34) and the last one is integrative motivation-related strategy (item 52), are presented 









Significant Differences That Were Obtained from T-Test Analysis That Were Not 
Included In Table 9   
Questions           N               M               sd               t 
U2                     32             3.53           1.01           -3.32** 
A2                     32             4.12           0.83 
U5                     32             2.90           1.14           -7.34** 
A5                     32             4.25           0.71 
U7                     32             3.96           0.78           -2.88** 
A7                     32             4.37           0.65 
U8                     32             3.46           1.04           -4.34** 
A8                     32             4.15           0.91 
U9                     33             3.72           0.80           -3.64** 
A9                     33             4.27           0.71 
U10                   32             3.50           0.98           -3.47** 
A10                   32             4.18           0.85 
U11                   33             3.39           0.82           -6.24** 
A11                   33             4.33           0.73 
U20                   33             2.09           0.91           -6.78** 
A20                   33             3.39           1.05 
U25                   33             3.45           1.00           -3.81** 
A25                   33             4.03           0.72 
U31                   32             3.87           0.79           -2.82** 
A31                   32             4.25           0.84 
U34                   32             3.75           1.01           -3.75** 
A34                   32             4.37           0.60 
U52                   32             3.13           0.86           -4.46** 
A52                   32             3.78           1.09 
Note: N = number of participants; M = mean; sd = standart deviation; 
          ** p <.01   t = t-test    
 
The largest significant difference between the teachers' reported strategy 
practices and their perceptions of ideal strategy practices with regards to task-related 
motivational strategies was found in terms of raising students' curiosity by 
introducing unexpected tasks (item 5). Teachers reported that they raise students’ 
curiosity by introducing unexpected tasks only sometimes but they think raising 
students' curiosity with unexpected tasks should be done more often than they do. 





using tasks that allow students to interact with each other, using authentic tasks, using 
tasks that are interesting for students, using game-like competitions in the classroom 
and using tasks that allow students to have fun in the classroom (questionnaire items 
2, 7, 8, 9, 10, 11) the teachers reported that they believe they use these strategies less 
frequently than they should. Perhaps the teachers cannot find enough time to exploit 
every task type that they want to exploit in their teaching because of the tightly 
scheduled curriculum. Moreover, because the teachers need to prepare their students 
for exams in a certain time limit, they may not exploit the tasks different from the 
tasks for which students will be held responsible for in the exams. 
The teachers rarely organise out-of-class activities with their students but they 
reported that out-of-class activities should be organised at least sometimes. The 
teachers may not have enough time to organise out-of-class activities with their 
students or they may not want to spend time with their students outside the class time. 
 The teachers also seem to find what they do in terms of involving their students 
in decision making about their learning inadequate. They feel students need to be 
more involved in decision making. The teachers may involve their students less than 
they think they should because they are afraid of losing the control in the classroom 
or they may think because the decisions about students' learning are already made, 
that is, goals are set by the structured curriculum, so there is no reason to involve 
students in decision making. 
Significant differences were revealed with regards to the teachers' reported use 
of two teacher commitment-related strategies (questionnaire items 31, 34). The 
teachers reported that they believe that should prepare for lessons in such a way as to 
promote learning and prepare additional materials for students who need more 





often as they think they should perhaps because most of the participants are 
experienced teachers and experienced teachers are usually inclined to not to prepare 
their lessons in advance in detail. As regards second strategy, the teachers may not 
find enough time to prepare additional materials as they are overburdened and short 
of time because of the tightly scheduled curriculum. 
 The t-test results also show that the teachers consider their use of activities to 
familiarise students with the target culture (item 52) as less than the ideal use of such 
activities in the classroom. They may feel unprepared to deal with cultural issues or 
they may not find time to exploit such activities in their classrooms because of the 
tightly scheduled curriculum. 
Motivational Characteristics of Tasks 
In the second part of the interview, answers to the fourth research question (i.e., 
What are the characteristics of instructional tasks that teachers perceive as 
motivational for students?) were pursued. Interviews were conducted with five 
teachers, and their perceptions of which characteristics make tasks motivational for 
students are presented in this section. A total of nine characteristics were found to be 
perceived as motivational by the teachers. These characteristics are creating 
interaction and fun for students, being unusual and competitive, providing students 
with opportunities to move and face a challenge, arousing curiosity, being visual and 
enabling students to show their creativity. 
Interaction  
Tasks that provide students with opportunities to interact or communicate with 
each other were considered by all the interview participants as conducive to student 
motivation to do tasks. The teachers believe that working with other learners makes it 





interact and work with other students, students can help each other, exchange ideas, 
and communicate with and learn from each other so doing tasks becomes easier for 
students. Moreover, the participants believe that such tasks contribute to 
improvement of student-centered classroom teaching. Pair and group work are 
viewed by the teachers as the main means of enabling students to interact with each 
other. Teachers' positive attitudes towards tasks that require students to work in pairs 
or groups reveal the motivational characteristics of such tasks: 
A1:You know while you are doing something very 
different for you, if you are alone, you feel yourself 
bad, but if you are together with your friend, it would 
be easier, so interaction between students is a very 
motivating part.  
 
A1: I have mentioned before the about the other 
activities and about the other tasks, they are working 
again together with their friends that makes them, that 
really makes the easier, makes the things easier for the 
students. 
 
A2: It is a pair work, and most of the students like pair 
work because it is not teacher-centered. 
 
A3: It creates communication between all of the 
students, communication or interaction, so in that sense 
it is important. 
 
A4: Sometimes they say and they get help from each 
other. This is also important because it is done as a pair 
work. 
 
A5: First of all, you can put students into pairs and there 
would be some interaction between the students and 
exchanging ideas and they would help each other. 
 
A5: Students, while doing this activity, they get 
together, they exchange ideas, they help each other. 
 
Fun  
The interview participants strongly emphasised that what makes a task 





interview participants, tasks that create fun in the classroom cause student laughter 
and enjoyment. Classroom laughter and enjoyment experienced by students are 
manifestations of the students' having a good time. As long as people have a good 
time in doing an activity, they are usually expected to sustain their efforts to do the 
activity. The importance of fun tasks for motivating students was emphasised by four 
of the participants during the interviews.  
A1: Well, of course I would use it (material) without 
any hesitation because it would cause fun. 
  
A1: Yeah, I would say, of course, I would use the 
material in my classroom with especially the same 
reasons that I use the cartoons in my classroom again, it 
is fun. 
 
A2: I would use it because it is, it is a joke, it is fun so it 
produces laughter, and laughter is, of course, very 
essential thing in the classroom. 
 
A4:Yes, I would use them in my classroom because 
when you check them, it looks as if they are very 
enjoyable. 
 
A4: This kind of activities are the things that students 
like the most because there is this fun activity. 
 
  A5: It is fun for them. 
 
Being Unusual 
Tasks that are different in terms of type and the environment in which they are 
performed were reported to be motivational by the interview participants. Just one of 
the participants emphasised that tasks that students are not used to are motivational 
for students because unusual activities are different from traditional activities or 
activities from the book. Because students are bored doing the same type of activities, 
unusual activities may help students get rid of the feelings of boredom. Moreover, 
when it comes to doing a task outside the classroom, an unusual environment, 





environments motivational because it is a different environment from the classroom, 
one of them thinks that it may be demotivating because students may find it childish. 
A1: It is something very different from the traditional 
task, something very different from the book, the things 
we do with the book. 
 
A1: Well, it would motivate my students because I 
would say the same thing, but you are doing something 
very different from the ordinary ways you do. 
 
A1: I would use this activity, this material since I 
believe that that kind of helps me to motivate my 
students in a better way and also it helps me to take out 
my students from the classical boredom of studying 
grammar structure like passive sentences and etc. You 
do something very different from the traditional ways 
we do while teaching same basic grammar points. 
 
A2: Because it is outside the classroom, because it is not 
in the usual environment, and it's different environment. 
A different environment has, of course, a motivating 
effect I think. 
 
A5: It is also good thing for students going out 
classroom and doing something outside the classroom. 
 
A4: When it comes to ask the students to hide a piece of 
paper somewhere outside the classroom, it would be 
demotivating maybe for them, they won't, some of the 
students are not very willing to do such activities. In the 
classroom it is okay but outside the classroom they do 




Interview participants reported that they consider tasks that allow students to 
compete with each other as motivational for their students because such tasks induce 
a will to be the winner on the part of students. Students try hard to finish the task, and 
they put in great effort to be number one or to show that they are better than the 
others.  
A1: There is the feeling of competition that leads to 
excitement in the classroom.... They know there is the 





want, each pair wants to be number one, wants to be the 
first one. So this is also very motivating part of the 
activity. 
 
A2: Yes it is the competition part and the game part that 
it is a game they know but they have to do it accurately 
in order to reach, to gain a reward, it is a competition so 
it is I am better, you are better, your group is better, we 
are better, it is that kind of thing that gives them fun. 
 
A4: 
It is motivating for them because they would try to, and 
also it is like a competition, it would increase the 
competitiveness among the students because they like 
competition like activities, also they want to get number 
one, they want to be the first, it would motivate them. 
 
A5: It is competitive, there is time limit. I think students 




Another characteristic of a task which was perceived as important by 
participants was providing opportunities to move inside the classroom. The teachers 
think that students like moving in the classroom because most of the time the only 
thing students do in language classes is sit and listen to their teachers. Intensive 
programs, like the one in the participants are teaching require students to be in the 
classroom for five class hour or more in a day, and sitting for so long can be very 
boring for students. Moreover, as some students like learning through movement, 
their learning style is also catered to through tasks providing them with opportunities 
to move. 
A1: Well, the first characteristic of the tasks that takes 
my attention, that will motivate my students are going 
to move around the classroom. They are not just going 
to sit their chairs as they always do, so they are going to 
move round the classroom. 
 
A2: There is movement in it because they have to walk 
which is quite nice especially for people, for learners 
who are kinaesthetic, so that would be a good chance 





getting and doing something, walking very fast or 
actually running is good motivation, I think, for 
students. 
 
A4: They move from their places they sit, stand up and 
go around the classroom, it is motivating for them. 
 
A5: They like walking around the classroom, going to 
other students and get something from them. 
 
Challenge 
Three of the interview participants mentioned that being challenging is one of 
the characteristics of a task that is crucial to student motivation. The teachers believe 
that being challenging is an important asset for tasks to posses because students are 
inclined to put forth more effort in tasks that challenge them. Students like being 
challenged. Challenging tasks allow students to find their limits, and they keep 
students in suspense. Tasks requiring problem solving can be challenging for 
students. In the words of participants: 
A2: I think the students will be very interested to see 
who came closest to the right ending, to the original 
ending and this would be a challenge for them, so I 
think that would be the greatest motivation for them. 
 
A2: Yes I would definitely use this activity too because 
it is a game and it is a competition and I say it 
challenges to be, to do better than the others or even not 
better than the others but trying to find your limits is 
very important for students. 
 
A3: Well, when you want them to do something to or to 
draw something, they are interested in the exercise, they 
draw if they are good at drawing, they draw it, and this 
exercise becomes challenging for them, and they, it 
creates suspense for the students. 
 
A5: It is kind of problem solving thing or it is also 
challenging for students, students like challenges. 
 
A5: You hide something somewhere and they try to find 








Another characteristic which the interview participants perceive as conducive 
to the motivational power of a task is arousing curiosity in students. Three of the 
interview participants mentioned arousing curiosity as a motivational characteristic of 
tasks while they were talking about two materials (i.e., the joke and the treasure hunt 
and their related tasks). This means that the teachers believe that when students are 
not sure what will happen at the end of a task, as is the case in the treasure hunt, or 
when they think they hear something which they expect to be funny, as in the case of 
the joke, students feel motivated to perform such tasks to satisfy their curiosity. 
A3: Yes, I would use them undoubtedly because such 
activities, jokes, provide good writing exercises as well 
as they create curiosity. 
 
A1: The tasks would motivate my students because you 
are going further through the task step by step, and there 
is the feeling of, sense of curiosity because you go 
through the Move1 and you find the letter but you 
wonder what you are going to do in the second part and 
you wonder what is going to happen in the end. 
 
A2: I think everyone is very curious and wants to hunt 
and find something, find the treasure. 
   
A3: They are given some choices to go between and 
through some doors, you know, they are curious to 
know where they are going in the end, so in that sense it 





Visually supported tasks were mentioned by the majority of the participants as 
 
motivational for students. The teachers find visually supported tasks motivational for 
their students because they believe their students like visually supported tasks. Visual 
images also make students more interested in the task. In addition, such tasks address 





A3: When they have something visual, they are more 
interested in the lesson. 
 
A4: The first one, if they watch the clip, of course they 
like it more because its being visual. 
 
A5: Visual and they see, they see the pictures of these 
directions or instructions on the board or you know on 
the screen, they like it. 
 
Encouraging Creativity 
Two different views were reported by the participants related to tasks that allow 
students to make use of their creativity and skills. For students who have the 
creativity and skills required by a task, teachers suggest that the task can be 
motivating, but for those who do not have such abilities, the task may be 
disappointing. Some of the interview participants stated that tasks that provide 
students with opportunities to demonstrate their creativity through some finished 
product have the potential to motivate students. When you look at creativity from the 
point of students who are creative and who posses the necessary skills, tasks requiring 
students to be creative are motivational for the students. On the other hand, not all the 
students are equal in terms of creativity or skill abilities. 
A2: I would use them because I think it is good time for 
the students especially those who have drawing skills 
will like it very much, they can perform and show what 
they can do. 
 
A5: There are different types of students in the 
classroom. Some of the students are good at drawing 
and they can display their skills in the classroom, this is 
also motivating for students. 
 
The opposite view was expressed by participant A3: 
 
In this exercise as it wants students to draw something if 
students, it might be difficult, especially if they are not 








This chapter has presented the findings of the analysis of data obtained from 
interviews and questionnaires. These data were related to teachers' motivational 
strategy practices in their teaching, their attitudes towards motivational strategies, and 
their views of the motivational characteristics of tasks.  
The analyses revealed that the majority of teachers participating in the study 
reported using motivational strategies in their teaching to a great extent and they have 
strong positive attitudes towards the majority of the motivational strategies presented. 
The comparison of the results obtained for the teachers' use of motivational strategies 
and their attitudes towards these strategies showed that, with regards to some 
strategies there are close matches between the teachers' reported motivational strategy 
use and their perceptions of the ideal use of these strategies. On the other hand, with 
regards to some other strategies the extent to which the teachers' reported use of 
motivational strategies was found to be lower than the extent that the teachers 
perceive as ideal. 
 In addition, nine characteristics of tasks perceived as motivational for their 
students by the teachers were found. These characteristics were creating interaction 
and fun for students, being unusual and competitive, providing students with 
opportunities to move and face a challenge, arousing curiosity, being visual and 










CHAPTER V: CONCLUSION 
Introduction 
This study investigated the extent to which teachers working at Muğla 
University's preparatory school report using motivational strategies in their teaching 
and their attitudes towards motivational strategies. It also investigated the teachers' 
perceptions of motivational characteristics of tasks. 
These subjects were investigated in order to search for ways to decrease the 
high failure rate of preparatory school students by helping them increase their 
motivation to learn English. One of the most common complaints of teachers at 
Muğla University has been about their students not being motivated enough to study 
and learn English. As a first step in deciding how the teachers could motivate their 
students better, the study investigated the teachers' reported motivational strategy 
practices in their teaching. Then, the teachers’ attitudes towards the same 
motivational strategies were examined. In order to understand what can be done to 
improve the teachers' motivational strategy use, the teachers' reported motivational 
strategy practices were compared with their attitudes towards these strategies. Finally, 
the teachers' perceptions of motivational characteristics of tasks were explored so 
that, in the future, it might be possible to provide the teachers with tasks with which 
they believe that they can motivate their students better.  
The second reason for investigating this topic was to contribute to the literature 
on motivational strategies and motivational characteristics of tasks. There are few 
studies (e.g., Dörnyei & Csizer, 1998) that have been conducted to investigate the use 
of motivational strategies and teachers' attitudes towards these strategies. In addition, 





perceptions of motivational characteristics of tasks in an EFL context, this study may 
fill a gap in the literature.  
With the findings of this study, it was aimed to answer the following research 
questions: 
1. To what extent do teachers in Muğla University's prep-school report using 
motivational strategies in their teaching? 
2. What are the attitudes of the teachers in Muğla University's prep-school towards 
the use of motivational strategies? 
3. How does Muğla University's prep-school's teachers' reported use of motivational 
strategies relate to their attitudes towards these strategies? 
4. What are the characteristics of instructional tasks that teachers perceive as 
motivational for students?  
In this chapter, the research questions will be presented and the results of the study 
will be discussed in the light of these questions. Pedagogical implications, limitations 
of the study, and suggestions for further research will also be presented. 
Results and Discussion 
First, the results obtained for the first and second research questions will be 
presented and discussed together. This discussion will be followed by the 
presentation and discussion of the results related to the third and fourth research 
questions. Because research questions 1 and 2 are background to research question 3, 
they will be treated together and briefly. Important emergent themes from the survey 
will be dealt with in the discussion of research question 3.  
Teachers' Reported Motivational Strategy Practices in Their Teaching and Their 
Attitudes Towards These Strategies 





examined quite often in their teaching. The teachers seem to work hard to motivate 
their students through frequent strategy use. Some of these strategies are reported to 
be used more frequently than the others. The majority of the teachers reported that 
they always use 11 of 53 strategies in their teaching. Four of the 11 most frequently 
used strategies relate to the building good relations, indicating that the teachers really 
want to have a good relationship with their students to motivate them. Three of the 11 
most frequently used strategies are related to presentation of tasks. Although there are 
14 task-related strategies among the strategies examined in the study, three of them, 
all of which are related to the presentation of tasks, are among the most frequently 
used strategies.  
Two anxiety decreasing strategies, among the 11 most frequently used 
strategies, may mean that the teachers try to decrease their students' anxiety very 
often to motivate them. One of the two remaining most frequently used strategies is 
concerned with motivating students by increasing their self-confidence. The teachers 
try to convince their students that when they demonstrate the required effort, they will 
be successful to increase their students' self-confidence. The other most frequently 
used strategy is a strategy to increase students' instrumental motivation. The majority 
of the teachers reported always emphasising the usefulness of the language in finding 
a job to motivate their students to learn the language. There is only one strategy 
which was reported by the majority of the teachers to be used never in their teaching:  
inviting native speakers to the classroom. The teachers' reported frequent use of these 
motivational strategies is in general agreement with their attitudes towards the use of 
these strategies. 
In general, the teachers have strong positive attitudes towards all of the 





important to motivate students. However, some of the strategies were considered to 
be more important than the others. A majority of the teachers reported that they find 
16 of 53 motivational strategies very important. Among these 16 strategies, five of 
them are related to building a good relationship with students. This may indicate that 
having a good relation with the students is perceived to be important by the teachers 
to motivate students. Three of them are from the task-related motivational strategy set 
and two of these three task-related motivational strategies are related to presentation 
of tasks. The teachers seem to assign great importance to the presentation of tasks. 
Four of them are related to decreasing students' anxiety. The teachers seem to believe 
that decreasing students' anxiety is important as anxiety hinders motivation and 
language learning to a great extent. One of them is concerned with setting goals. 
There are also one feedback-related strategy and one self-confidence-related strategy 
among those considered very important, and the final strategy is a strategy to be used 
to increase students' instrumental motivation by emphasising the usefulness of the 
language in finding a job.  
Comparison of the Teachers' Motivational Strategy Use with Their Attitudes Towards 
These Strategies 
Results obtained from the comparison of the teachers' motivational strategy 
practices and their attitudes towards these strategies revealed both close matches and 
significant differences. Ten out of the 11 strategies, which the majority of the teachers 
reported using in their teaching, are among the 16 strategies towards which the 
strongest attitudes were shown by the teachers. This may indicate that the teachers 
claim to do what they perceive as important to motivate their students to a great 
extent. Most of the significant differences between teachers' use of and their attitudes 





to do extra work to implement the strategy or where they feel curriculum concerns 
restrict their opportunities to implement them. 
Close matches. The teachers reported that they do what they believe important 
to motivate their students to a great extent. With regards to some task-related, good 
relationship-related, self-confidence-related, anxiety-related and integrative 
motivation-related strategies close matches were found between the teachers' use of 
and their attitudes towards these motivational strategies.  
With regards to the three task-related motivational strategies concerned with the 
presentation of tasks, there is a close match between the extent the teachers' reported 
use of these strategies and their attitudes towards them. The teachers seem to use 
these strategies at a level which they consider ideal. Strategies related to the proper 
presentation of tasks properly are highly valued by the teachers in terms of motivating 
their students, in line with the findings of the study conducted by Dörnyei and Csizer 
(1998) among Hungarian English teachers. Perhaps the teachers believe that the way 
the task is presented can make a real difference in how much the task is perceived as 
motivational by students (Dörnyei, 2001a), or perhaps they find exploiting 
presentation-related motivational strategies easier than using other task-related 
motivational strategies. Presentation-related strategies require the teachers to do no or 
little extra work; however, other task-related strategies, such as using authentic tasks 
or using game-like competitions, may require the teachers to do extra work to find 
such tasks in resources beyond their course book 
There are four close matches between the teachers' use of and their attitudes 
towards the strategies used to build good relationships with students. The teachers 
both reported always praising their students when they succeed and thinking that 





may believe that they make their students realise that they are able to learn, and 
students themselves and their products are cared and valued (Jones & Jones, 2001). 
Praise may also be used to this extent because it is easy to deliver and requires no 
extra preparation. The teachers' reported use of praising and their attitudes towards 
the use of praising as a means of motivating their students are in line with a 
traditional understanding of classroom motivation based on the reinforcement theory 
(Spaulding, 1992). However, in the long run, praising tends to lose its motivating 
effect, and, thus, it should be partially replaced by other strategies. In order for 
praising to be effective, it needs to be used sparingly (van Lier, 1996). 
 Close matches were revealed between the teachers' reported use of and 
attitudes towards three other strategies aimed at establishing good relations between 
teachers and students. These three strategies are developing good relations with 
students, making students feel that they are cared for as people and avoiding 
comparing students to one another. These good relation developing strategies are both 
quite frequently used by the teachers and considered important perhaps because the 
teachers believe that everybody likes the feeling of being valued by other people as a 
person; most people dislike being compared with others as they want to be accepted 
as they are (Dörnyei, 2001a). Through these strategies students’ needs for 
appreciation and feeling valuable are met. 
The strategy which requires teachers to communicate a belief  that everyone can 
learn when required effort is demonstrated was reported to be used highly frequently 
by teachers. In addition, the same strategy drew strong positive attitudes from the 
teachers. The close match between the reported use of and attitudes towards this 
strategy shows hat student effort is highly valued by the teachers in terms of leading 





forth required effort is essential to be successful. Effort is highly valued by the 
teachers perhaps because the teachers may see lack of effort on students' part as one 
of the reasons for low language achievement in their institution. Moreover, the 
teachers may highly value this strategy as they do not want their students to attribute 
their failures to uncontrollable and stable factors, such as lack of ability, rather than 
changeable, and controllable factors, such as lack of effort. In this way, as stated by 
Brophy (1998) and Williams and Burden (1997), students are encouraged to credit 
their failures and successes to effort; students are trained to believe that when they 
demonstrate the required effort, they will probably be successful. 
With regards to three anxiety-related strategies, close matches were revealed 
between the teachers' use of motivational strategies and their attitudes towards these 
strategies. The teachers only need to encourage students to take risks without a fear of 
feeling stupid, communicate a belief to students that mistakes are a natural part of 
learning, or bring humour to the classroom to use these strategies. These three 
strategies do not require the teachers to make extra preparations to exploit them in 
their teaching. However, other anxiety decreasing strategies, such as helping students 
to get to know one another or teaching learning strategies, might require teachers to 
make extra preparations, such as finding activities to help students to get to know 
each other, or finding ways of teaching learning strategies.  
On the other hand, the teachers both often use and highly value these three 
strategies perhaps because they believe language learning classes make students 
anxious because students in language classes are required to use a language in which 
they are not very competent. Because of this, students usually fear making mistakes 
and, as a result, being mocked by their peers (Dörnyei, 2001a). The teachers, 





stupid and communicating a belief to students that mistakes are a natural part of 
learning. In this way, they may want to help their students to feel self-confident and 
to use the language without the fear of feeling embarrassed and making mistakes 
(Dörnyei, 2001a).  
Bringing humour to the classroom was also reported to be both used frequently 
and considered important for decreasing students' anxiety. The teachers may think 
they can bring laughter to the classroom and thus, they can create more relaxed 
atmosphere in the classroom through humour (Dörnyei, 2001a).  
The final close match revealed between the teachers' reported use and attitudes 
was related to one strategy to increase students' instrumental motivation. The teachers 
reported that they both emphasise the usefulness of the language in finding a job as a 
motivational strategy very often and they believe this message is very important. This 
close match may indicate that the teachers believe that one of the main factors 
motivating their students to learn English relates to their concerns about finding a 
good job in the future. Because English is a gatekeeper to many jobs in Turkey, 
students need to learn it to improve their job prospects. 
These close matches among the strategies indicate that the teachers try to use 
strategies which they perceived important to a great extent. The teachers seem to do 
what they believe they should do with regards to these strategies. However, not all 
strategies showed such close matches; t-test results revealed some significant 
differences between use of and attitudes towards some strategies. 
Significant differences. T-test results revealed some significant differences with 
regards to some task-related, goal-related, integrative motivation-related, feedback-
related, teacher commitment-related, good relationship-related and anxiety-related 





towards these strategies. These differences were mostly based on teachers' curriculum 
concerns and the extra work required, indicating a need for curriculum reform to 
provide the teachers with more free time to do what they believe they should do to 
motivate students and to ease the burden on the teachers. Each of the teachers teaches 
at least 20 hours per week in a structured curriculum. They have to follow the 
curriculum strictly and thus they have to finish units in certain time limits. As a result, 
the teachers are overburdened and short of time to do what they want to do to 
motivate students.  
 Significant differences were revealed between teachers' motivational strategy 
practices and their attitudes with regards to eight task-related motivational strategies: 
considering students' needs rather than tests while presenting tasks, offering a variety 
of tasks, raising students' curiosity by introducing unexpected tasks, using tasks that 
students to interact with each other, using authentic tasks, using tasks that are 
interesting for students, using game-like competitions and using tasks that allow 
students to have fun in the classroom. These significant differences between the 
reported use and attitudes indicate differences between the teachers' reported strategy 
use and their perceptions of the ideal use of these strategies. Perhaps because of the 
strictly scheduled curriculum that the teachers have to follow and the exams for 
which the teachers have to prepare their students, the teachers may not find time to 
use every task-related strategy as often as they want (Dörnyei, 2001a). This was 
pointed out by two interview participants. Another reason for these mismatches can 
be that these strategies require the teachers to search for extra resources, outside the 
framework of their course books, to find tasks needed to exploit the related strategies. 
The search for materials creates an extra burden for the teachers; the mismatches may 





they lack time due to the tightly controlled curriculum.  
As mentioned above the teachers seem to be short of time because of the tightly 
scheduled curriculum. Therefore, they cannot use some task-related strategies as often 
as they think they should. The teachers being short of time also seems to be a reason 
accounting for the less frequent use of some other strategies than the teachers think 
they should. These strategies include one good relationship-related strategy 
(organising out-of-class activities), one teacher commitment-related strategy 
(preparing additional materials for students who need more exercises), one feedback-
related strategy (showing students how much they have learned), and one integrative 
motivation-related strategy (providing activities to familiarise the students with the 
target culture).  
There is a highly significant difference between the teachers' reported use of a 
strategy to set up learning goals that are both clear and achievable for their students 
and their attitudes towards this strategy. The teachers reported using this strategy less 
than often but they considered it very important. These findings support Dörnyei and 
Csizer (1998) who found that their study participants underutilized goal-related 
strategies in their teaching. Underutilization of this goal-related strategy seems to be 
connected with curriculum issues. Because the curricular goals are already firmly set, 
the teachers may find it unnecessary to set goals for their students or encourage their 
students to set their own goals. For the same reason, the teachers may use one good 
relation-related strategy (involving students in decision making about their learning) 
less than they think they should.  
The teachers also think that they should prepare for lessons in such a way as to 
promote learning more often as a strategy to prove teacher commitment. The teachers 





them are experienced teachers and experienced teachers may think that they do not 
need to prepare for lessons (Richards, Li, & Tang, 1998). 
The teachers exploit inviting native speakers to their classrooms as a 
motivational strategy less than they think they should. The reason of this difference 
may be because the teachers cannot find native speakers to invite their classes, similar 
to what was reported for the under utilization of this strategy by the participants of the 
study conducted by Dörnyei and Csizer (1998). However, Muğla is a place where it is 
easy to find tourists, including native speakers, unlike Hungary where Dörnyei and 
Csizer conducted their research. So, there may be another reason for accounting for 
the underutilization of this strategy. The teachers know that in order to invite a native 
speaker to their classes, they need to put forth personal effort. They need to find a 
native speaker, persuade him or her to come to the classroom, bring the native 
speaker to classroom, and take him or her back. This means a lot of extra work which 
the teachers are not required to do. In addition, the tightly scheduled curriculum may 
not let the teachers spare class time for native speakers. 
Another significant difference found was related to use of reward. Although the 
teachers do not reward their students often, they think rewarding students is very 
important. These significant differences may indicate that although the teachers do 
not use rewarding as a motivational strategy in their teaching often, they strongly 
believe in the power of rewarding students in motivating them. Together with the 
value assigned for the praising mentioned earlier, the teachers' attitudes towards using 
reward may indicate that the old theory of motivation, reinforcement theory, still 
influences the teachers' perceptions of how to motivate students (Littlejohn, 2001). 
The teachers seem to assign great importance to praising and rewarding but they 





productive in the long run. Overtime, the main concern of students can become being 
rewarded or praised, not learning something. (Csikszentmihalyi, 1997b).  
The final significant difference is concerned with an anxiety decreasing strategy 
that requires the teachers to be consistent in their reactions to their students. Because 
a consistent teacher is very important to make the class a secure place which helps 
students feel less anxious (Dörnyei, 2001), the teachers assign great importance to 
being consistent in the classroom to motivate students. However, the teachers 
reported that they are not as consistent as they believe they should perhaps because 
when they get angry about the students, they may lose control and behave in a way 
contrary to their own beliefs. 
The Teachers' Perceptions of Motivational Characteristics of Tasks 
During the interviews, the teachers reported nine characteristics, which they 
believe make tasks motivational. These characteristics are creating interaction and fun 
for students, being unusual and competitive, providing students with opportunities to 
move and face a challenge, arousing curiosity, being visual and enabling students to 
show their creativity. 
The first characteristic perceived by the teachers as motivational was tasks' 
providing students with opportunities to interact with each other. The teachers 
perceive this characteristic as motivational because they believe interactions among 
the students contribute to their learning in many ways (Dörnyei, 2001a). Tasks 
providing students with opportunities to interact with each other also make the 
learning process more student-centered, allowing students to know and learn from 
each other, and creating a more cohesive atmosphere in the classroom. Many teachers 
consider student-centered classroom superior to teacher-centered classrooms with 





students to work in groups and pairs are considered valuable for the teachers with 
regards to interaction.  
The teachers strongly emphasised that if a task provides students with 
opportunities to have fun from doing this task, students will feel highly motivated to 
put forth effort in the task because they are enjoying the learning process through this 
task. The most commonly voiced complaint of the students is that the language 
classes are very boring, and almost all teachers struggle in their classrooms to prevent 
their classes from being dominated by boredom (Glasser, 1992). The teachers may 
see enabling their students to have fun from the tasks they are doing as a means of 
making their students enjoy the learning process and accordingly keeping boredom 
away from their classrooms.  
Being unusual, that is to say being different from what students are used to 
doing, is another characteristic which was perceived by the teachers as making a task 
motivational for students. As students are exposed to certain types of tasks in the 
classroom, over time they may lose their excitement for doing the same kind of 
activities. Therefore, they may feel excited when they encounter an unusual task and 
they may feel motivated to do such tasks (Dörnyei, 2001a). Tasks' being unusual is 
not just restricted to their types; tasks done in environments different from the usual 
environment (the classroom) can also be motivating. However, it was also claimed by 
one of the interview participants that students may feel demotivated when they are 
asked to perform a task in a different environment (outside the classroom) because 
they may find it childish. 
Tasks that allow students to compete with each other were also perceived as 
motivating by the teachers. The teachers believe that the feeling of competition 





one, they are inclined to put forth more effort. Competition is also considered by the 
teachers as a source of fun. Excitement, fun, and desire to be the number one are 
embedded in competition, making students feel motivated while performing tasks 
requiring them to compete with one another. 
Another characteristic of tasks that the teacher reported as motivational for 
students is tasks' providing students with opportunities to move inside the classroom. 
The teachers find this characteristic motivational because they believe it is not 
enjoyable for students in preparatory classes just to sit and listen to the teacher for a 
long time (Dörnyei, 2001a). Moreover, tasks requiring students to move can provide 
valuable opportunities for the learners who like to learn through movement. 
Challenge was another characteristic that was perceived by the teachers as 
motivational. In particular, tasks requiring students to find something or to solve a 
problem are considered by the teachers as challenging (Dörnyei, 2001a; Spaulding, 
1992). The teachers believe that tasks posing a challenge to students are conducive to 
the will of the students to do the tasks because students like opportunities to test their 
limits. Challenge also keeps students in suspense until they come to the end of the 
task provided that the level of the challenge and students' skills match each other 
(Csikszentmihalyi, 2000).  
When students feel curious to learn something, they are more inclined to put 
forth effort in a task through which they think they will learn about what they are 
curious about. Hence, the teachers reported that they believe tasks arousing students' 
curiosity can motivate their students. The sense of curiosity makes the students 
wonder what will happen at the end and accordingly, keeps them in suspense until 






The majority of the participants mentioned that visually supported tasks are 
motivational for students. The teachers believe that students feel more interested 
while dealing with a visually supported task because such tasks address also the sense 
of seeing and students find them interesting (Ur, 1984). Through visually supported 
tasks the needs of the visual learners can be addressed better and such tasks may also 
be a good way of bringing authentic life to the classroom (Brinton, 2001).  
Although tasks enabling students to show their creativity were found to be 
motivational in general by the teachers, as they provide students with the 
opportunities to show their skills and to draw public attention (Brophy, 1998), the 
teachers also claimed that such tasks can be demotivating for the students who do not 
have the required creativity and skills to perform the tasks. Therefore, the teachers 
need to know their students and their abilities well to use this creativity in tasks 
effectively. 
Implications 
Results obtained from the comparison of teachers' reported strategy use with 
their attitudes towards the use of those same strategies revealed that in some cases the 
teachers' reported use of strategies matched their attitudes towards them. With regards 
to some other motivational strategies the teachers' reported use of motivational 
strategies do not match with their perceptions of ideal use of these motivational 
strategies. The basic reason for these mismatches seems to be the tightly scheduled 
curriculum. The teachers need to be allowed more flexibility so that they can use 
motivational strategies they believe to be important with their students more 
effectively. Curricular changes should be made to increase the amount of the time in 
which the teacher will be free to do what they feel they should do to motivate students 





Since the teachers reported that they frequently use many motivational 
strategies in their teaching, it seems to be difficult to explain students' lack of  
motivation, often seen as one of the most important reasons for the high failure rate in 
Muğla University' preparatory school. Although the teachers reported using 
motivational strategies in their teaching, there may be some problem with the 
efficiency of their motivational strategy practices. The general learning setting might 
also be so demotivating that the motivational strategies do not work, or motivational 
strategies cannot help teachers to motivate students. If the problem is related to 
efficiency of use of the motivational strategies, it seems to be appropriate to train the 
teachers on how to use motivational strategies more effectively and organise 
discussion sessions during which the teachers could talk about what they think works 
in the classroom in terms of motivating students. Because the teachers have revealed 
very positive attitudes towards motivational strategies, there will probably not be a 
problem in terms of persuading them to take part in such a training program if the 
burden on them is eased through curricular reform. The training should be done by 
someone who is knowledgeable about motivational strategies.  
In addition, care should be taken by the administration in determining the 
course book to be used by the teachers. While the course book is being chosen, tasks 
included in the course book should be carefully investigated in order to understand 
whether the teachers will find tasks motivational for their students. I possible, the 
teachers themselves should be engaged in the process of evaluating and selecting a 
course book, as well as other course materials.  
Professors who train English teachers at education faculties in Turkish 
universities can make use of the findings of this study. These professors can raise  





language learners. Motivational strategy training can be made a part of curriculum 
used in education faculties where English teachers are trained. Moreover, students 
studying at education faculties can be informed about the motivational characteristics 
of tasks so that they will be able to choose tasks that they will use in their 
professional lives more consciously to motivate students. 
Limitations of the Study 
The study reported here was conducted at Muğla University' preparatory school 
with 33 teachers; hence, the results of the study only show that these teachers use 
motivational strategies in their teaching to a great extent and only these teachers have 
strong positive attitudes towards motivational strategies. Muğla University is a 
Turkish-medium university and most of the students attending the preparatory school 
come to school on voluntary basis. Students who come to the school on voluntary 
basis can attend their own depertmant even if they fail in the preparatory school. The 
teachers who work at Muğla University' preparatory school have to follow a firmly 
structured curriculum. Hence, they do not freedom to do what they believe they 
should do. It would not be appropriate to generalise the findings of this study to all 
English teachers working in preparatory schools in Turkey. Results are not 
generalisable because other teachers work in conditions different than the participants 
of this study. 
 Another limitation of this study is that no classroom observations were done by 
the researcher to understand whether the teachers really use motivational strategies as 
often as they reported in the questionnaire or whether they use them effectively. Thus, 
the reported results here can only be assumed to reflect the actual behaviours of the 
teachers. 





interviews were analysed by using categorisation and these categories were 
determined by the researcher. As someone who is knowledgeable in the field did not 
check the categories, they may lack reliability. 
The final limitation of the study is related to items included in the 
questionnaire. Questionnaire items were derived from the literature but in order to 
make the study manageable not all the strategies mentioned in the literature review 
section were included in the questionnaire. Yet, strategies included in the 
questionnaire were chosen in such a way that they could represent all the motivational 
strategy types (i.e., task-related, goal-related) mentioned in the literature adequately. 
Suggestions for Further Research 
This study investigated the extent to which teachers working at Muğla 
University's preparatory school use motivational strategies and their attitudes towards 
these motivational strategies. However, classroom observations to understand 
whether the teachers do what they reported to do in the questionnaire and interviews 
were not conducted. Thus, further research can be carried out to understand whether 
teachers do what they report to do through classroom observations. Observations may 
also help reveal the effectiveness of strategy use. 
In order to identify the motivational strategy practices of the teachers working 
at other state universities and their attitudes towards motivational strategies, future 
studies can be conducted, perhaps in the form of a national survey. In the same way, 
teachers' perceptions (working in other state universities) of motivational 
characteristics of tasks can be investigated.  
Another study could investigate the motivational strategy practices of teachers 
from the perspective of students. Students' perceptions of their teachers’ effectiveness 





perceptions of their own motivational strategy use and their students' perceptions of 
their motivational strategy use can be investigated and the results can be compared to 
see the differences between teachers and students' perceptions with regards to the 
motivational strategy practices of teachers. 
As a separate study, students' perceptions of the motivational characteristics of 
tasks can be investigated. In such a study, materials can actually be used in the 
classroom and then, through questionnaires and/or interviews, students' perceptions of 
the motivational characteristics of the materials can be investigated. 
The effects of teachers' background on their strategy practices can be 
investigated. Such study may look at the effects of teachers' experience, ages, the 
schools from which they graduated, gender, and their degrees on their motivational 
strategy practices. 
Finally, English course books used in preparatory schools of Turkish 
universities can be investigated. Such a study would investigate course books in order 
to identify the absence or presence of the motivational characteristics of tasks in these 
books. 
Conclusion 
The results of the study show that the overwhelming majority of the teachers 
working in Muğla University' preparatory school claim to use motivational strategies 
in their teaching to a great extent; in addition, these teachers have highly positive 
attitudes towards the importance of motivational strategy use. However, the 
comparison of reported strategy use of teachers with their attitudes towards these 
strategies revealed that the teachers do not use some strategies as often as they think 
they should, basically because they are short of time and overburdened because of the 





incorporate motivational strategies into their instruction. Curriculum reform efforts 
need to be supported by the selection or creation of a course book that includes tasks 
possessing the characteristics perceived as motivational by the teachers for the most 
effective strategy use of the teachers. 
Providing teachers with a motivational strategy training and opportunities for 
reflection may contribute to the effectiveness of motivational strategy use by the 
teachers. Through training provided by people knowledgeable about the use of 
motivational strategies and talking about what the teachers believe works to motivate 
students, the teachers may, together, find the most effective ways of exploiting these 
strategies in their teaching. 
Because there is a direct connection between motivation and language 
achievement, it seems worthwhile in an institution where the failure rate is quite high 
to reform the curriculum and implement a motivational strategy training program.  
The results of the study could contribute to curricular reform and the establishment 
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APPENDIX A  
QUESTIONNAIRE 
MOTIVATIONAL STRATEGY SURVEY 
This questionnaire was designed to identify the beliefs of English teachers who 
work at Muğla University's prep-school about their motivational strategy practices in 
their teaching, and their attitudes towards motivational strategies. You do not need to 
put your name on the questionnaire; in this way, complete confidentiality can be 
guaranteed. Your completion of the questionnaire is assumed to grant permission to 
use your answers for this study. 
Thank you for taking the time to answer the questions fully and thoughtfully. 
Hüseyin Yücel 
Bilkent University 
MA TEFL 2003 
 
Part A- Background Information 
Please put a cross (X) in appropriate boxes and provide necessary information below. 
1. Age  
U below 25 U 25-30 U 31-35 U 41-45 U above 45 
 
2. Total years teaching experience 
 
U less than 1 year      U 1-5      U 6-10      U 11-15      U 16-20      U above 20 
 
3. Qualifications  
                                                      Field             Date of Graduation 
U B.A/B.S          ---------------          ----------------- 
U M.A                ---------------          ----------------- 
U Ph.D.               ---------------         ----------------- 
U Certificate / Diploma Programs (please specify): ................................. 
...................................................................................................................... 
 
4.   Other settings where you have taught. You may choose more than one option. 
U Public/State school 
U Private college 
U University 
 
5. How long have you been teaching at Muğla University's prep-school? 





Part B- Teachers' Beliefs About Their Motivational Strategy Practices 
Think about your teaching while reading the statements below. Respond by 
indicating (with an X) what you actually do in class, not what you think you should 
do. Please mark only one (X) for each item. 
 
Never: 1         Rarely:  2         Sometimes:  3         Often:  4         Always:  5  
No Item 1 2 3 4 5 
1.  I make tasks challenging enough for my students.      
2.  I consider my students' needs rather than tests while presenting tasks.      
3.  I consider my students' interests rather than tests while presenting tasks.      
4.  I offer a variety of tasks.      
5.  I raise my students' curiosity by introducing unexpected tasks.      
6.  I use tasks that do not exceed my students' competence.      
7.  I use tasks that allow students to interact with each other.      
8.  I use authentic tasks (tasks that are believed to prepare learners for real 
life applications). 
     
9.  I use tasks that are interesting for my students.      
10.  I use game-like competitions in the classroom.      
11.  I use tasks that allow my students to have fun in the classroom.      
12.  I give clear instructions for tasks to my students.      
13.  I provide guidance about how to complete tasks for my students.      
14.  I state the purpose of every task.      
15.  I vary my instructional style.      
16.  I develop a good relationship with my students.      
17.  I praise my students when they succeed.      
18.  I reward my students when they succeed      
19.  I show my disapproval to my students when they demonstrate 
undesirable behaviours. 
     
20.  I organise out-of-class activities with my students.      
21.  I share my interests with my students.      
22.  I make my students feel that I really care about them as people.      
23.  I avoid comparing my students to one another.      
24.  I involve my students in creating the rules to be obeyed in the 
classroom at the beginning of the term. 
     
25.  I involve my students in decision making about their learning.      
26.  I try to learn what my students think about the learning process.      
27.  I am willing to talk to my students about their personal problems.      
28.  I show my students that I value L2 learning as a meaningful experience.       
29.  I show my students that L2 learning produces satisfaction in my life.      
30.  I share my personal interests in the L2 with my students.      
31.  I prepare for my lessons in such a way as to promote learning.      
32.  I demonstrate that I enjoy what I do in the classroom.      
33.  I meet my students who need help individually outside of class time to 
explain subjects that are not understood clearly. 
     
34.  I prepare additional materials for my students who need more exercises.      
35.  I make myself available to my students outside of class time.      
36.  I set up learning goals that are both clear and achievable for my 
students. 





Never: 1         Rarely:  2         Sometimes:  3         Often:  4         Always:  5  
No Item 1 2 3 4 5 
37.  I encourage my students to select specific, short-term goals for 
themselves. 
     
38.  I make sure that my students experience success regularly.      
39.  I communicate a belief to my students that everyone can learn when 
required effort is demonstrated. 
     
40.  I show my students how much they have learned.      
41.  I give feedback to my students in such a way as to enable them to 
improve their performance. 
     
42.  I give feedback that does not embarrass my students.      
43.  I give immediate feedback to my students.      
44.  I encourage my students to take risks without fear of feeling stupid.      
45.  I communicate a belief to my students that mistakes are a natural part of 
learning. 
     
46.  I bring humour to the classroom to help decrease student anxiety.       
47.  I help my students to get to know one another.      
48.  I regularly use group activities where students can mix.      
49.  I am consistent in my reactions to my students.      
50.  I teach my students learning strategies.      
51.  I invite native speakers to classes whenever it is possible.      
52.  I provide activities to familiarise my students with the target culture      



















Part C- Teachers' Attitudes Towards Motivational Strategies 
Think about your teaching while reading each item below. Respond by indicating 
(with an X) how important each item is for you. Please mark only one (X) for each 
item.   
Not important at all: 1   Not very important: 2   Neutral: 3   Important: 4  Very 
important: 5 
It is important to me to... 
 
No Item 1 2 3 4 5 
1.  Make tasks challenging enough for students.      
2.  Consider students' needs rather than tests while presenting tasks.      
3.  Consider students' interests rather than tests while presenting tasks.      
4.  Offer a variety of tasks.      
5.  Raise students' curiosity by introducing unexpected tasks.      
6.  Use tasks that do not exceed students' competence.      
7.  Use tasks that allow students to interact with each other.      
8.  Use authentic tasks (tasks that are believed to prepare learners for real 
life applications). 
     
9.  Use tasks that are interesting for students.      
10.  Use game-like competitions in the classroom.      
11.  Use tasks that allow students to have fun in the classroom.      
12.  Give clear instructions for tasks to students.      
13.  Provide guidance about how to complete tasks for students.      
14.  State the purpose of every task.      
15.  Vary instruction style.      
16.  Develop a good relationship with students.      
17.  Praise students when they succeed.      
18.  Reward students when they succeed      
19.  Show disapproval to students when they demonstrate undesirable 
behaviours. 
     
20.  Organise out-of-class activities with students.      
21.  Share my interests with students.      
22.  Make students feel that I really care about them as people.      
23.  Avoid comparing students to one another.      
24.  Involve students in creating the rules to be obeyed in the classroom at 
the beginning of the term. 
     
25.  Involve students in decision making about their learning.      
26.  Try to learn what students think about learning process.      
27.  Be willing to talk to students about their personal problems.      
28.  Show students that I value L2 learning as a meaningful experience.      
29.  Show students that L2 learning produces satisfaction in my life.       
30.  Share personal interests in the L2 with students.      
31.  Prepare for lessons in such a way as to promote learning.      
32.  Demonstrate that I enjoy what I do in the classroom.      
33.  Meet students who need help individually outside of class time to 
explain subjects that are not understood clearly. 
     
34.  Prepare additional materials for students who need more exercises.      





Not important at all: 1   Not very important: 2   Neutral: 3   Important: 4  Very important: 5 
No Item 1 2 3 4 5 
36.  Set up learning goals that are both clear and achievable for students.      
37.  Encourage students to select specific, short-term goals for themselves.      
38.  Make sure that students experience success regularly.      
39.  Communicate a belief to students that everyone can learn when required 
effort is demonstrated. 
     
40.  Show students how much they have learned.      
41.  Give feedback to students in such a way as to enable them to improve 
their performance. 
     
42.  Give feedback that does not embarrass students.      
43.  Give immediate feedback to students.      
44.  Encourage students to take risks without fear of feeling stupid.      
45.  Communicate a belief to students that mistakes are a natural part of 
learning. 
     
46.  Bring humour to the classroom to help decrease student anxiety.       
47.  Help students to get to know one another.      
48.  Regularly use group activities where students can mix.      
49.  Be consistent in reactions to students.      
50.  Teach students learning strategies.      
51.  Invite native speakers to classes whenever it is possible.      
52.  Provide activities to familiarise students with the target culture.      



































1.1 You know our rate of student failure is more than fifty percent. What is the role 
of student motivation in this failure rate? 
1.2 Why do you think some students are motivated enough to achieve the goals set 
by our program? 
1.3 Why do you think some students are not motivated enough to achieve the goals 
set by our program? 
1.4 What role does the teacher play in motivating students? 
1.5 Do you consider yourself as an effective motivator? Why or Why not? 
1.6 a- Can you tell me what you do specifically to motivate your students? 
b- Of all these practices that you employ in the classroom to motivate your 
students, which do you think is the most effective in terms of motivating your 
students? 
1.7 What else do you think you could do to motivate your students? 
1.8  How could you improve your abilities to motivate your students? 
2.1 If you had the opportunity, would you use this material in your classroom? Why 
or why not? 
2.2 Which characteristics of the tasks incorporated in this material do you think will 
motivate your students? 
2.3 Which characteristics of the tasks incorporated in this material do you think will 









(A) A Walk in the Woods  
Two lawyers were walking through the woods when they suddenly came across a 
very hungry bear. One lawyer quickly opened up his briefcase, took off his shoes and 
put on tennis shoes.  
"You don't think you're going to outrun that bear, do you?" the other lawyer asked.  





(B) CONTROLLED WRITING 
 
took off       through          lawyers           outrun           put on            across 
 
A Walk in the Woods  
Two ........... were walking ............. the woods when they suddenly came ............. a 
very hungry bear. One lawyer quickly opened up his briefcase, .............. his shoes 
and...............tennis shoes.  
"You don't think you're going to ............... that bear, do you?" the other lawyer 
asked.  





(C) LESS CONTROLLED WRITING 
A Walk in the Woods 
Two lawyers ....................................................when .................................................a 
very hungry bear. One lawyer .......................................briefcase, took off 
.....................................tennis shoes.  
"You don't think ...........................................that bear, do you?" the other lawyer 
asked.  





(D) FREE WRITING 

















Album: Brand New Day 
Title: Desert Rose  
 
I dream of ........... 
I dream of gardens in the desert sand 
I wake in ............ 
I dream of love as time runs through my hand 
 
I dream of ............ 
Those dreams are tied to a horse that will never tire 
And in the ............... 
Her shadows play in the shape of a man's desire 
 
This desert ........... 
Each of her veils, a secret ................... 
This desert flower 
No sweet perfume ever ...............me more than this 
 
And as she turns 
This way she moves in the ...............of all my dreams 
This fire burns 
I ..............that nothing's as it seems 
 
I dream of .......... 
I dream of gardens in the desert sand 
I wake in .............. 
I dream of love as time runs through my hand 
 
I dream of ............ 
I lift my gaze to empty ..............above 
I close my eyes, this rare perfume 
Is the sweet ...................of her love 
 
I dream of ............... 
I dream of gardens in the desert sand 
I wake in ................ 
I dream of love as time runs through my hand 
 
Sweet desert ............. 
Each of her veils, a secret ................. 
This desert flower 
No sweet perfume ever .................me more than this 
 
Sweet desert ............ 
This memory of Eden ..............us all 
This desert flower, this rare perfume 
















PROCEDURES TO FOLLOW 
 
Procedure to Follow for Cartoons 
 
• Tell the students to get into pairs, As and Bs 
• Give one cartoon to As, and another to Bs 
• Before students start doing the tasks, show them how to do the tasks. You take 
one cartoon, and give another cartoon to a student. You describe your cartoon to 
the student, meanwhile the student draws the cartoon that you describe on the 
board according to your description. Then, the student describes his cartoon to 
you and you draw the cartoon described by the student, according to his or her 
description. 
• Students start doing the tasks. While As describe their cartoons to Bs, Bs draw 
cartoons on a piece of blank paper according to the description given by their 
partners. Then it is Bs’ turn to describe, and As’ to draw. 
• Whole-class discussion is started about what the cartoons imply. 
 
Procedure to Follow for Joke 
 
• Cut the paper along dotted lines before coming to class, so you have (A), (B), 
(C), (D) strips. Give the first strip (A) to each student. 
• Tell students to read the joke individually, and write an ending for the joke. 
• Discuss their endings with students, and provide them with the original ending 
(given in strip (B)). 
• Collect (A) from students, and give the second strip (B). Tell students to 
complete the fill-in-exercise in (B). 
• Collect (B), and give the third strip (C). Tell students to complete the blanks in 
(C). 
• Collect (C), and tell students to write the whole joke from their memory without 
looking anywhere. 
• According to the number of the characters in the joke, put students into groups. 
• Give them 5 minutes to decide who will play which role in the joke, and get 
ready for acting their roles out in front of the classroom. 
 
Procedure to Follow for Song 
 
• Students watch the clip of the song, and just listen. 
• Some students are asked to express their first impressions on the song and clip. 
• They are given a written script of the song with some words missing. 








• Starting from the first missing word, teacher asks what the missing word is, and 
the teacher selects a student among volunteer students to tell the missing word 
aloud. If the student gets the word wrong, then the teacher selects another student 
until one of the students comes up with the correct word. 
• Starting from the first line of the song, the teacher selects a student to interpret 
each line. The whole song is interpreted by students line by line. 
• Students are asked to write a story for the song in pairs. 
 
Procedure to Follow for Treasure Hunt 
 
• The transparency is reflected on the wall. 
• Students are told that there are five moves, and at the end of each move they will 
go through a door by following the directions given in each move. 
• Each door is represented by a letter, and individual students write the letter 
representing the door they go through for move 1. The same thing is done for 
each move. At the end, students come up with five letters. 
• These five letters are sequenced starting with the letter obtained from move 1 to 
move 5. 
• When sequenced in this way, these five letters spell a word (beach). Individual 
students show their words to the teacher. Students who come up with the correct 
word are allowed to enter the treasure room and get the treasure. 
• Students are asked to get into pairs. 
• Each pair writes treasure on a piece of paper. 
• Each pair hides this paper somewhere outside the classroom inside the school. 
• They come back to the class, and each pair writes the directions to follow to find 
the paper they hid. Each pair exchanges their directions with another pair.  
• Each pair tries to find the paper hidden by the other pair following the directions 
given to them by the other pair.  
 
Procedure to Follow for Practising Passive Sentences 
• Write twenty active sentences that can be rewritten in the passive form on a piece 
of paper. 
• Photocopy the paper to make five copies.  
• Stick the papers on different places in the classroom in such a way that students 
can not read the papers from the places where they are sitting (e.g., by the door). 
• Tell students to get into pairs. 
• Show students what they are expected to do. Choose a student as your partner. 
You go to one of the papers stuck on the wall, and read one of the sentences. 
Then, go back to your partner, and tell him or her the sentence you read. Your 
partner will write the passive form of the sentence on the board. Change roles 
with your partner. This time, your partner goes to one of the papers stuck on the 
wall, and reads one of the remaining sentences. Then, your partner comes back to 
you, and tells you the sentence he or she read. You will write the passive form of 
the sentence on the board.  
• Students start doing the tasks. One student in each pair stands up, and goes to any 
one of the papers, reads one of the active sentences silently, then goes back and 





• The partner whom the active sentence is told to has to write the passive form of 
the sentence on a piece of paper. 
• The "messenger" can not look at what his or her partner is writing or help him or 
her correct it. 
• Students change their roles as previously demonstrated by the teacher, and the 
student.  
• Within ten minutes, the pair who writes the largest number of correct passive 
sentences is declared winner and rewarded with chocolate.  
 
 
 
 
 
 
 
 
